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INTRODUCTION

AN communicates, for the most part, through language. He speaks what

he wishes others to hear; he writes what he intends others (or himself
later) to read. The message is the critical consideration. Regardless of how
important word recognition may be, the comprehension of the intended
message is truly essential. Not only should the reader be able to gain the
literal meaning but he should understand the significance, realize the rela-
tive authenticity, and assess the possible application of the ideas he has
read. Teachers must so direct their reading instruction that pupils gain the
ability to find and the habit of seeking meaning in what they read.

This reprint is a compilation of selected papers on comprehension and
critical reading that have appeared in the annual Proccedings in Invita-
-tional Addresses, 1965, or have been published in the journals of the Inter-
national Reading Association. Thus may teachers and other interested read-
ers have a convenient source of guidance and help in developing and im-
proving students’ ability to comprehend what is read.

The articles Lave been grouped under several headings: 1) the nature of
comprehension in reading; 2) the developmental sequences and levels of
comprehension as pupils progress from “reading lines” to reading between
and beyond the lines; 3) the impact on reading which the nature of our
American English language may have—word order and syntax, for instance;
4) contextual clues as they apply to the reader’s ability to grasps the ideas in
passages; 5) barriers to comprehension; 6) instructional procedures; 7) crit-
ical reading, which is at the uppermost level of comnprehension; and 8) sig-
nificantly related articles which do not fall exactly into any of the seven
proceding categories and/or have only oblique relationship to comprehen-
sion.

The articles all apply to comprehension in general. Papers that relate to
study as such and to reading in the content subjects have not been includ-
ed—not that these special aspects of reading are not supremely important
but that so much other than comprehension is involved. Study, for instance,
involves the proper scheduling of time, the arrangement of an environment
conducive to concentration, the building of technical vocabulary, the un-
derstanding of locational skills involved in using textbooks and references,
and various other skills. Reading in the content subjects likewise calls for a
variety of activities that involve much more than the comprehension of ma-
terials to be read. Study and reading in the content subjects, therefore, are
areas left for later consideration.

This reprint-concludes with a selected bibliography of articles that have
some bearing on comprehension, but do not deal directly with it.‘Bz con-
sulting the titles of the articles, the reader of this volume can undoubtedly
find helpful supplementary ideas for teaching young people to comprehend
well what they read.

MiLprep A. DAwsonN
Compiler

R
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The articles in this section of the reprint lay the foundation for the re-
maining sections by defining what comprehension is—a thinking process, a
critical appraisal of the pertinency aad value of the ideas read—and describ-
ing various phases of comprehension through a scholarly overview or “con-
struct of comprehension.” It is only as teachers realize all that comprehen-
sion involves that they can pose thought-provoking questions and direct
learning activities that yield much more than the literal apprehension of
ideas. I reading is thinking, then teachers should so deal with it by chal-
leagin_ pupils to delve deep into the significance and relative worth of the
ideas they are reading.

If the users of this reprint get no farther than coverage of this one scc-
tion in the book, they should still be stimulated to secek improvement in the
guidance of the children and youth they tench. It is hoped, however, that
this challenge will lead on to the reading of subsequent scctions.

L]

Reading as a Thinking Process

EpwWARD PRATT*

A DISCUSSION OF READING as a thinking
process is subject to the danger, on
the onc hand, of being developed in such
a way that comprehension of printed
matter seems an casy, facile, almost palpa-
ble accomplishment or, on the other hand,
it may be developed as an cxtremely
complicated, abstruse, or even esoteric
ability. Perhaps a middle course can be
attained avoiding the pitfalls of both

oversimplification and the creation of an

enigma.
Reading and Thinking

The words read and think are to be
found in the speaking vocabularics of
pre-school children, and they are encoun-
tered in the reading materials attempted
by most children in the first two years of
school. Both words, however, relate to
processes which are difficult to describe.
Identifying behavior as probably being
reading rather than running, talking, or
laughing is not difficult; but one may
look at the page of a book without read-
ing. According to Bond and Tinker, "A
generation ago reading was considered to
be a relatively simple prozess. Now it is
recognized by both authorities in reading
and by experienced teachers to be a very

complex process.”? Since thinking is also
a covert act, we can only infer that it has
occurred on the basis of overt behavior,
Defining thinking as a .proce «cats
some difficulty. Klausmeier a od-
win say, “Thinking has been ai. erest
of mankind for a long time, in part be-
caus¢ he can engage in the process but
cannot define it. In this regard thinking
is like learning. In fact thinking may be
considered a mental activity that is cssen-
tial to learning most outcomes. Despite
the apparent simplicity, thinking is as
complex as learning itsclf.’

It seems that consideration of reading
as a thinking process, if treated fully, is
an appropriate subject for an entire book,
or at least a major section of one. To
bring the topic within the scope of this
paper, development of a perspective for
the relationship of thinking to reading
above the level of semterices and para-
graphs will be stressed. This means that
the area of concern will be how the
thinking process is invelved when the

Guy L. Bond and Miles A, Tinher. Reading

Digfenltics: Their Diagnosis and Corrcction. New
York: Appleton-Century.Crofts, 1957, p. 18.

“lerbert J. Klausmeier and William  Goodwin.
Learmng and Human Abilities, New York: Harper
and Row, 1966, p. 257.

*Vistas in Reading, IRA Proceedings, 1], Mart 1, (1966) , 52-55.
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primary-grade child tries to construct the
meaning for major sections or for the
entirety of a story or an article.

Lexicai and Syntactical Levels

Before considering this major issue, it
is necessaty to recognize the fact that
meaning and thought relevant to the
whole story or article are most certainly
affected by meaning at the word or lexical
level and by meaning at the syntactical
and paragraph levels. The reader will
need to have attained a level of linguistic
sophistication which insures that he will
know what is referred to by *he word
symbols that are used and thac ne will

functionally respond to grammatical rela-

tionships inhcrent in the writing. Writers
of materials for primary-grade children
in the United States usually attempt to
exercise control over these linguistic ele-
ments to the extent that the child for
whom English is the vernacular and who
has developed moderate speaking and
listening ability should have the requisite
linguistic facility. Obviously, the degree
to which this assumpton is correct varies
with authors and with children who
attempt the reading. We should remem-
ber, kowever, that just because a child
knows what a symbol stands for and
because he is able to cope with the gram-
matical rclationshirs does not imply that
appropriate mental activity is in progress
when his eyes are focused on the page of
a book. For the purposes of this presenta-
tion, however, let us suppose that word
meaning, functional grammar, and sen-
tence and paragraph meaning are not
crucial problems for the kind of reading
material to be experienced by children
in the primary grades.

Patterns in Thought

Thought is limited by one’s ability to
combine, transpose, augnient, and dimin-
ish ideas. This suggests that whether one
is using the thought process for interpre-
tation or for expression he puts ideas
together and establishes an organization
that is meaningful for him, he embel-

lishes these ideas from his background
of knowledge, and he reorganizes them
to combine the compounded and aug
mented ideas so that they come to repre-
sent what he understands .regarding the
subject which stimulated thought.

In making application of thought in
reading we might observe that the
thoughtful reader conceives ideas inherent
in the author's presentation, gains insight
by bringing his own experience into in-
teraction with what he believes the author
is suggesting, and achieves understanding
by extracting what to him is the essence
of the combination of the author's ex-
pression and his own experience. The
thought process might be considered a
progression from conccption to insight
to understanding.

If thought is to occur in association
with reading, the child must do more
than name words and apply appropriate
expressional groupings. Thinking must
be stimulated by concern un the part of
the reader. This concern on the part of
the reader is commonly called purpose in
most materials related to reading instruc-
tion. Thought is stimulated by the child’s
own purpose, not by an artificial onec
imposed by the teacher. The teacher may
identify a purpose and lead him to accept
it, but until the child makes it his own
purpose, it will not be the stimulus that
triggers thought.

Patterns in Reading Materials

Any consideration of children’s pur-
poses for reading should involve a sharp
distinction between narrative and exposi-
tory writing. Subject matter or study
type materials require a different pattern
of thought than that used for marrative.
Narrative has a distinctive organizational
pattern involving a theme expressed
through setting, Plot, and characters. The
purpose for reading this type of writing
is to enjoy the story. Exposition also has
a distinctive organizational pattern in-
volving "the development of an idea
through explanation and development of
major related ideas which are in tumn
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developed through supporting ideas and
details. The purpose for reading this type
of writing is to extend one’s knowledge
of the particclar topic. To fail to help the
child establish a knowledge of the inher-
ent differences in these basic types of
reading material, to treat a story as if it
were a topic for study, is confusing and
limits the effcctiveness of the child’s at-
tcmrts to make reading a thought process.

How is the thinking process involved
when the child attempts to read a story?
We should identify the thought process
in this instance as being an example of
convergent thinking in that there is a
pattern or struciure involved and there
is an appropriate interpretation based on
limitations inherent in the linguistic sym-
bolization used by the author. The pattern
which the author follows in relating the
story, and which the reader should use
to arrive at the appropriate interpretation,
is the one which is common to narrative
writing.

The thinking process of the reader
should te so ordered that he responds to
the author’s wresentation and combines
ideas gained with his own relited ideas
to arrive at an understanding of (1) the
setting, (2) the plot structure (including
sequence of events and climax), (3) the
characterization, and (4) the theme. As
the reader matures in his experience with
narrative, these enumerated elements of
the pattern should be acquired with less
attention to specific items and more atten-
tion on the integrated story pattern. In
the early stages of reading development,
howéver, it is important that the novice
rcader devote conscious effort to identify-
ing ideas associated with story elements.
The strength of some stories will be in
the characterization, for some it will be
in the plot, and for others the setting
may be of prime importance. All stories,
however, will present their themes
through some arrangement and weighting
of these elements.

Thoughts about the seting ought to
establish the time, place, and conditions
for the action of the story. Some indica-
tion of the setting should be conceived

at the outset of the reading, but clarifi-
cation of these ideas should be achieved

- as the reading progresses. The initial

conception should also be enhanced by
what the reader knows about similar set-
tings. The plot or sequence of ecvents
will have to be conceived as taking place
in this setting, and the characters through
whoem the plot is developed will need to
be conceived in relation to both plot and
setting. Thoughts about the plot should
be carried along during the reading and
used to clarify character motives and,
ultimately, the theme. As a pat of
thought concerning plot structure the
reader should idcntif; events as being
supportive of broader elements of the
plot such as conflict, suspense, and cli-
max. Usually the focal point for organiz-
ing thought about a story is the charac-
terization. It is the characters who give
life and significance t¢ the theme of the
story by performing the action within
the story setting. Ideas about the traits
of characters will be acquired as a devel-
opmental process during the reading.
The actions of the characters, pictorial or
verbal descriptions of them, and what
the author has them say should contribute
to the reader's conception of them. Rela-
tion of ideas concerning flot and setting
to characterization should provide ideas
about character motives and probable
behavior as the story develops. Integra-
tion of ideas concemning setting, plot, and
characterization should suggest the theme
which the author has developed. If the
reader's conception of other story ele-
ments is faulty, the theme may be difficult
to identify and appreciate.

Instructional procedures can hinder the
reader rather than help him in his effort
to think through the organizational pat-
tern of the story as he reads. Over-
emphasis on identification of sequential
events in a story is detrimental. Some
instructional materials suggest long lists
of events to be identificd by children for
a comparatively short story. Another pro-
cedure which causes difficulty is the dis-
cussion of initial segments of the story
before the reader has an opportunity to
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cstablish ideas abott plot and characteri-
zation. Use of instructional materials
which contain storics that are very weak
in characterization also limits full devel-
opment of thought, Even primary grade
childeen should ust materials which help
them to see that there is more to a story
than the action that takes place.

Stimulation of Thought

As stated carlicr, the basic purposc for
reading any story is to enjoy it; without
this purpose the readirg is perfunctury.
Enjoyment comes_as_the story unfolds.
Dclight in the development of 2 humos-
ous situation, the excitement of events
that build to a climax, and empathy that
is developed for characters, are some of
the ways in which satisfaction with 2
story is achieved. Enjoyment is apt to be
greatest when we 2re able to complete the
reading of the story without interruption.
It may not be possible to read lengthy
stories at onc sitting. The desire for
clozure, however, is evidenced by the
adult who does not want to put a good
book down although he may have other

ressing matters to which he should give

Ris attention. It is also evidenced by the
child who continues reading beyond the
place where the teacher asked him to
<top, even though he may have a strong
desire to conform to her wishes. Stimu-
lation which comes from purpose is a
precious thing which we should tr{ to
foster to the fullest—adcquate thinking
is impossible without it.

Despite the importance of purpose to
thinking, some of our instructional pro-
cedures thwart purposc rather than facili-
tate it. One instructional procedure which
interferes with the enjoyment of a story
is the cxtended introduction which is
ostensibly designed to create interest. It
is the author’s job to write an interesting
story, not the job of the teacher to create
interest in a story that is not inherently
cnjoyable. Extended introductions are apt
also to disclose story elements to such an
extent that little is left except to read to
answer questions posed by the teacher.
From the child's point of view, such

reading lcaves much to be desired. It is
usually toierated rather than enjoyed.
Since stories involve a segmen. of real
or imagined life, the child will usually
be able to project. Living the story as it
develops is basic to its enjoyment.

A sccond instructional procedure whic -
thwarts cnjoyment is the fragmentation
of a story. Story development that occurs
on onc or two pages is usually” meagre.
If the child begins to enjoy the story%ut
is required to stop his reading for dis-
cussion and oral teading of a page o°
tws, his zest for the reading is dampened
to some degree. Reading only bits of
sterics at 2 time abs mitigates against
the carly developmert of ability to read
trade books, because t:ie child is uncer-
tain of his ability to rzad len,jthy storics.

Criticism of story introductions and
story scctioning shouid not be construed
as a plea for abolishment of these pro-
cedures. They should be cmp!o?'cd where
they are needed to develop reading skills,
but they should be used only to the extent
nccessaty for a given child or group of
children. The caution suggested here is
that we realize that greatest enjoyment
comes from savoring the story as it pro-
gresses and completing it, if possible,
without intereuption,

Instruction in the reading of expository
materials is chiefly a problem for the
intermediate grades. Listening activities
in the primary grades, however, should
include exposure to exposition; and iden.
tification of main ideas supposting ideas,
and details should be initiated. Where
this is done, the material should be re:
lated to on-going study so that its purpose
is to expand knowledge.

Summary

Considered on the level of meaning
for an entite story or article, thought is
concemned with developing 2 synthesis
according to the organizational pattern
common to the type ef writing in ques-
tion. Psimary grade children will be
chiefly concerned with narrative which
involves setiing, plut, an.3 characterization
as clements to be synthesized into 2 pat-
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tern which will express a theme. The
thought required for developing this
synthesis will be limited by the reader’s
ability to combine his conception of an
author’s ideas with his own related in-

formation-and arrive at an understanding
abstracted from both. The thought pro-
cess is used in many settings; reading is
one of them. ’

-
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Nira BAN‘I‘ON SmiTu®

Pu-r THIS question to any group of
people — teachers or laymen,
“What are the basic skills-in read-

ing?’ “Comprehension” will come -

back to you with reverberatory fre-
quency. This big blanket term of
“comprehension” is used generally
and glibly to connotate a so-called
fundamental reading skill. Yet, may
we be 30 bold as to ask, “Is compre-
hension a reading skill?”” I's this many-
sided, complex act a skill in the sense
that a certain stroke in tennis is a skill;
and as such, subject to development
largely through exercises based .on
reading? Or is comprehension, in its
broader sense, a weltér of processes,
abilities, attitudes and purposes which
one brings to bear upon any situation
in which he wishes to derive meanings
from language symbols, whether
spoken or written? If the answer to
this latter question is in the affirma-
tive, may we ask if comprehension in
reading is subject in its development
to all of those factors which affect
growth in the ability to work with

. language meanings, ratherthan some-

thing definite and specific and dif-
ferent to be taught solely in connec-
tion with reading? And might it help
to clarify things if we talk about
“meamngs in reading” instead of us-
ing the equivocal and ambiguousterm
of “comprehension” as dwgnatlng a
special reading skill? “Meanings” is

* The Good Reader-Thinks Critically

the term which will be given prefer-
ence throughout the remainder of this
discussion.

What are the prerequisites to high-
level understanding of language
meanings? First, one must have a

wealth of concepts to draw upon in -

bringing meanings to the language
symbols. Second, one must have the
inclination, habit and ability to use
his higher thinking processes, and to
adapt them to different contents and

purposes; and third, which probably "

shonld have been first, one needs to
have facility in language expression,
and to possess an extensive meaning-
ful vocabulary. These are the funda-
mentals which form the matrix out of
which understandings grow, be it
in reading, oral expression, graphs,
charts cr pictures. Possibly then, the
best way to develop “comprehension”
is to direct 2 major amount of atten-
tion toward building the groundwork
rather than depending so largely upon
furbishing the cupola.

Concepts and Meanings

Let’s first consider the role that
concepts have to play in developing
ability to get meanings from reading.

In order to.understand printed
symbols, the child must bring to the
page a wealth of vivid concepts. How
are these concepts derived? Experi-
ence is the source out of which con-

*The Reading Teacher, 15, (December 1961) , 162-171. -

S
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cepts emerge. A concept is the resi-
due which is left with us as a result
of experience; it is the condensation
of experience which takes definite
form in our mind. Insofar as read-
ing is concerned, then, concepts are
crystallized experience which we draw
upon in filling empty shells.of word
symbols with kemnels of meaning.

Studies have repeatedly shown the
effect of concept-building upon read-
ing success.

Trips and Excursions. Cantor (l)
conducted a very interesting study to
~ ascertain the value of excursions to
kindergarten children as a 'means of
preparing them for first-grade read-
ing. During the course of her investi-
gation she used four methods of
checking: (1) a critical summary of
excursions taken according to preyi-
_:ously established criteria; (2) an
analysis of the concept-building char-

acteristics of the excursions with re- -

lation to astandard vocabulary; (3)
- a compgrison of the topical and vo-
cabulary demands of primary readers
. with kindergarten preparation; (4) a
check during the first year of primary
work done by children who had had
this excursion experience in their kin-
dcrgancn year.

This investigator found that two
hundred and - four concepts were
given background in experience
through nine excursions taken, and

that a correlation had been effected

between the vocabulary and concept
demands of primary reading, and the
vocabulary and concept supply of
nine typical kindergarten excursions.

- The children who had taken tiiese

excursions in kindergarten were also

checked for reading readiness and

achiecvement in first grade.
Cantor’s conclusion in regard to the
effect of the excursions on learning to
read are: “From results of scientific
tests administered in the primary year
and the comparisons made with read-
ing readiness in other schools, it seems
probable that the children (who had
the excursions) definitely profited
from the comprehensive program of
kindergarten excursions experienced
in their kindergarten year.”

At a higher level, Ledbetter (2)
found in his investigation with clev-
enth-grade pupils that, “meanings or
concepts present more difficulties to
the average student than vocabulary,
sentence length, or sentence struc-
tul'c.” N -

One of the most basic functions of
a teacher of reading is that of insuring
experiences out of which concepts
will grow, and then guiding these ex-
periences to fruition in concept devel-
opment. To some, such a statement
may seem trite, -indeed. Yet, up to
this time, we-have barely tapped the
possibilities of utilizing experiential
background in developing concepts as
a foundation for meaningful reading.

First-Hand- Experiences. While it
is desirable that more emphasis be
placed upon large, planned first-hand
experiences in general, it is urgent
that more experiential teaching be
done “on the spot” as needs arise in
reading and other arcas. As an ex-
ample, let us consider the case of the
teacher who, upon a certain occasion,
placed this sentence on the bulletin
board: “This is a chilly moming.”
Her pupils, who came from Mexican
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homes, gathered around the bulletin
board and tried to read the message.

The teacher helped them with the

pronunciation of the new word chilly.
Then she asked what the sentence
meant. All of them thought that the
- gsertence told them in effect that this
was a morning on which they should
eat food scasoned with chili peppers.
The teacher then explained that chilly
when spelled as it was in this sen-
tence and when used to describe a
mcming mecant cold. She took them
to che door and momentarily let them
experience the sensation of fecling the

cool, crisp air as it rushed against

their bare faces and through their
clcthing. Undoubtedly, after this ex-
perience, these children sensed the
ful and correct meaning of the sym-
bol for chilly whenever they encoun-
terzd it in a phrase pertaining to tem-
perature.

As teachers become increasingly
" sensitive to the part which experience
plays in establishing meaningful con-
cepts to use in filling in word symbols,
they will more frequently take the
time and trouble to provide experi-
ences which will equip children to
bring to new word symbols, clear and
accurate understandings of meanings.
This is one way “to develop com-
prehension.”

Visual Aids. First-hand experiences
are not always practical but visual
aids of one kind or another are nearly
always available and these serve well
in concept-building. Tom, a sixth-
grade boy, was reading about the
school days of a Greek scholar. The

story plot hinged upon a lost stylus. .

Tom was asked if he knew what a

stylus was. “Yes,” he replied, “a man
that cuts women’s hair.” In this case
Tom brought his own experience to
the printed symbol, but it didn’t work,
so he. was given another experience
through the use of a visual aid. He
was shown the picture of a stylus and
its use was explained. This took so
much time that Tom couldn’t go on
reading the story that day but he read
it the next day-and as he did so satis-
fying meanings leapt forth from
printed pages which might otherwise
have imparted only perplexing con-
fusions. )
In the rush of things, we often
think we haven’t time to engage in

‘many first-hand experiences or to

bother with the use of visual aids, ex-
planation and discussion. Possibly
building useful concepts which will
serve the child in his reading through-

- out life is more important than cover-

ing a few more pages “in the book.”
Thinking and Meanings

What do we do with meanings that
we derive from listening to a lecture,
a conversation, a radio or television
broadcast? If we're not accustomed
to doing much thinking for ourselves,
we accept what is said and perhaps
recall it and quote it to others. If
we are keen and alert and make the
fullest use of our mental capacities,
we do many other things with these
meanings: we question, reason, com- -
pare, draw inferences, generalize, in-
terject original ideas, seck interaction
of these ideas with others and draw
independent conclusions.

Recent investigators who have at-
tempted to analyze the different as-
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pects of the reading act include the
use of mental processes as basic
- factors. Johnson (3) concluded that
these abilities. are of prime impor-
tance: “(a) seeing relationships be-
tween words and ideas; (b) evalu-
ating an author’s statements; (c)
drawing inferences; (d) dcveloping
a problem and adjusting the type of
reading to fulfill the purpose.”
Artley (4) in his study to detcr-
mine specific abilities which contri-
bute most in comprehension of the

social studies, named these as three of -

the most important: “thé ability
to interpret; to obtain facts; to
organize.”

Young (5) phrased one of the con-
clusions to his study in a most con-
vincing way when he said, “The chief
clement in reading is thinking, not
motor or mechanical processes of eye
movements, eye-span, vocalization,
and the like.”

Thought Questions vs.
Memory Questions .

It is regrettable that the most fre-
quent experience which children are
ordinarily given in working with
meanings in reading is one in which
not much thinking is done. It is the
type in which the children simply are
asked to give back some statement or
word in the text. “What was Mary
playing with?” And the text says,
“Mary was playing with her dolls.”
“What was Tommy doing?” And the
sentence that had just been read said,
quite definitely, “Tommy was playing
with his fire truck.”

It is easy to ask such questions.
Questions of such type do not re-

quire much mental activity on the
part of the one who_asks them and

< little or no thinking:on the part of

pupils. Such questions undoubtedly
give practice in recalling and repro-
ducing statements or facts given in
the text. This docs have a place in de-

-tailed factual reading in which the
- reader wishes to memorize exact mi-

nutiae. It is questionable, however, if
such exercises rcally aid children in
gleaning the typces of meanings they
will need in using reading to enrich
their lives inthe fuller sense.
Through continued practice, how-
ever, children often become so glib
in answering this reproduction type of
question that they convey the impres-
sion of having achieved a high de-
gree of excellency in ‘“‘comprehen-
sion.”” A thirteen-year-old boy was re-
cently sent to the writer for diagnosis.

‘He had above-average intelligence

and was considered to be “a very
good reader,” but was failing in his
other studies. As a part of the diag-
nosis, the boy was asked to read the
story of Johnny Appleseed. A class
of graduate students observed and
also read the story. When the boy
had finished, he was asked several
questions which couid be answered by
re-stating what had been said directly
in the text, as indicated below:

How long ago did Johnny Apple-
seed live? l

“More than a hundred years ago.”

- —What was his real name?

“Jonathan Chapman.”

How did he spend his time?

“Planting apple trees.”

These and additional questions of
the reproduction type were asked and
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Larry answered every one of them
‘unefringly in the words of the book.

“Do you think Larry needs help in
‘comprehension? ” the graduate class
was asked. “No,” came the unani-
mous response. “His ‘comprehension’
is perfect !

Then came some questions which
required Larry to do some thinking,
questions which necessitated doing

something with meanings gleaned -

_from the story, doing things that
called for the use of several mental
processes. «

“Why did Johnny choose a spot
"deep in the wilderness where the set-
tlers had not yet come to plant his
trees?”
~ “He wanted to be alone while he

was working,” was the answer.
Larry had missed a very important

implication in drawing his conclusion

as to why Johnny went into the wil-
derness ahead of the settlers to plant
the trees. His real reason for plant-
ing the trees before the settlers ar-
rived was, of course, o that the trees
would grow and bear fruit by the
time the settlers moved in. Larry’s
reason made Johnny an unsocial sort
of person who didn’t want anyone
around him while he was working.
Several other questions of the
thinking type were asked. Larry’s re-
plies to all of them were equally
faulty. And Larry is only one of hun-

dreds of intelligent pupils who learn

the superficial knack of giving back
what the text says, and never tap the
significance of meanings which can be
gleaned only through the use of men-
" tal processes of a higher type than are
required in merely reciting statements

that are given in the book.

Discussion Questions. One of the
most productive ways of developing
ability to get meanings in reading is
through discussion in which the
teacher takes part and makes her spe-
cial contribution by throwing in a
question or a statement here and
there which stimulates cause and ef-
fect reasoning, points up the neces-
sity for making comparisons, drawing
inferences, arriving at conclusions,
gathering generalizations. :

As an example of such a discussion,
one might describe a situation re-
cently observed in a third-grade class-
room. The children had read a story
about Fred, a boy who visited his
Uncle Bill. The uncle was a sheep-
rancher and lived in a covered wagon
in the foothills. During the first few
days of-his visit, Fred was concerned
about his uncie’s shepherd dogs, who
stayed out in the stormy weather with
the sheep night and day. So one night
Uncle Bill took Fred out- while a
storm was raging. He called the dogs.
They appeared from the midst of the
herd of sheep, but they “did not want
to leave their wooly hiding place.”
Fred said, “All right. I won’t worry
about them any more.”

Children and teacher discussed the
story as they went along and also after
it was finished. Everyone entered into
the plot with interest and enthusiasm
and relived the experiences of the’
characters. As all of this was taking
place, however, the teacher kept
uppermost in her mind the signifi-
cance of stimulating children’s think-
ing in working with meanings derived

‘from their reading. Now and then at
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appropriate times she asked questions
to which there were no answers di-
rectly in the text—questions which
called for inferences, generalizations,
comparisons, reasoning. A few ex-
amples will be given:

“In what part of the country do
you think this story took place?”’ The
children referred to details in the text
and pictures and soon arrived at the
conclusion that the setting of the story
was in the Rocky Mountain region.

“Why do you suppose one of the
dogs was called Taffy?”

None of ‘these children had had
the experience of seeing warm taffy
pulled and noting its golden-brown
color when in this elastic state. The
colors which they associated with
taffy were greens, blues, pinks and
yellows which they found in the bits
of confection contained in the salt-
water taffy boxes that their parents
had brought from Atlantic City.
Lacking the experience necessary for
this concept, the teacher told -them
about taffy in its natural state and
compared its color to Tom’s sweater
and Jane’s hair. The children then
casily reasoned why. one of the dogs
was called “Taffy.”

“Compare the way that Fred felt
at the beginning and end of the story.
Why did he change?”

At no point in the story does the
text tell how Fred felt, nor is there
any statement in regard to why he
changed. The children, however,
were able to find tell-tale phrases and
words here and there that indicated
how worried Fred was all through
the early part of the story, and others
which revealed his satisfaction and

peace of mind toward the end of the
story. Just one major generalization
on their part disclosed the cause of
this change.

And thus it is that a wise teacher
can cultivate thinking in connection -
with children’s reading dozens of
times every day. And thus it is that
meanings take form and that the sig-
nificance of printed symbols becomes
fully apparcnt

Evaluating and Judging. Critical
reading is another aspect of the read-
ing-for-meanings area of develop-
ment. Critical reading calls for addi-
tional steps in thinking. It involves
getting the facts and irterpreting
deeper meanings as discussed above.
Italso makes use of the personal judg-
ment of the reader in deciding upon
validity of the material. In critical
reading the reader evaluates and
passes judgment upon the purpose,
the fair-mindedness, the bias, the
truthfulness of statements made in
the text.

Jean was reading a story in a pre-
primer about children who made a
playhcuse by spreading newspapers

. across the backs of two chairs. Among

other things, the story said that Puff,
the cat, played with them too. He ran
about on top of the playhouse. Jean
stopped in her reading and remarked,
“Puff couldn’t have run on top of
this playhouse, because it was made
of newspapers.” Jean was doing criti-
cal reading.

Tommy, a sccond~grader, read
these statements ‘in some arithmetic
material that he was given. “Nancy
went to the store to get some milk.
Milk was 12 cents a quart. She got
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two quarts. How much did she pay
for it?”

“There’s something wrong here,”
said Tommy. “Milk costs lots more
than 12 cents. I paid 21 cents for a
quart at our store yesterday.” Tommy
also was doing critical reading.

In this age of high-pressure sales-
manship, through the use of printed
material, much more emphasis should
be placed on critical reading. It is of ~
no small consequence these days that
youth should be taught to ook for

. slants and biases and tricks of the

propagandists so that they may be
in a position to judge the validity of
statements which they read in all
printed material.

Primary teachers should 1ecognize
and commend critical evaluations
such as those expressed by Jean and
Tommy and encourage others “to
think about what they read and try
to decide if it could be true.” Such
suggestions, of course, should be :~ade
in connection with realistic-or factual
material. It will do no harm, how-
ever, even when reading the old fairy
tales if a child or teacher intcrjects
occasionally, “of course, this couldn’t
really have happened, but it’s fun to
pretend that it did.”

While we need to rely largely upon
class discussion and skillful questions
to develop critical reading in the pri-
mary grades, more direct work can be
done in the upper grades. Some sug-
gestions are given below.

Have the children bring in news-
papers from different publishers, com-
pare reports of writers on the same
event and note variations. Have them
pass judgment on the reputation of

the newspaper for “uncolored re-
ports” or the reputation of the news
writer for presenting accurate facts.
Have them pick out statements that
are opinions and statements that are
facts.

Ask them to bring in articles from
the various columnists and discuss
each one in terms of personal opinion
versus facts, bias, radical ideas and
attempts at sensationalism. The same
procedure can be used with magazine
articles, pamphlets and books.

In addition to experiences in evalu-
ating_as_ mdlcatcd above, students
should beéomc acquainted with meth-
ods and-tricks used by the propagan-
dists. Each member of the group may
bring in a clipping of an advertise-
ment, an excerpt from a speech made
during a political campaign, an article
on any topic in which the writer is
trying to influence readers in their
thinking or actions.

Let each one read his selection
aloud. Following the reading, encour-
age free discussion concerning the
writer's motive and the techniques
that he is using to accomplish it.

These are only a few suggestions
for developing critical reading which
again, in essence, is critical thinking.
Indeed, the emphasis in this entire
section is on the necessity of develop-
ing children’s ability to enter into
mental interaction with meanings
embedded in printed symbols, both
those that are immediately apparent
and those that lurk behind the black
and white symbols. Perhaps the im-
port of this section on meanings can
best be summed up in a simple three-
word definition of reading which Ed-
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ward L. Thorndike stated many years
ago, “Reading is thinking.”

Language and Meanings

Many books have been written on
Language and Meanings. Too little

has been written on the triangular re- *

lationship between language, mean-
ings and reading. Reading is the same
as any other language expression ex-
cept that it is a one-sided communi-
cation, a monologue, if you will. You
can’t talk back and forth with it ex-

‘cept as you interact with the symbol

meanings in your thinking. But the
same language factors which enable
you to get meanings from spoken
language operate in helping you to
get meanings from printed language.

Several investigations have shown
relationships between abilities in lan-
guage and ability to get meanings in
reading. Goodenough (6) found a
correlation of .79 between ability to
understand and explain meanings of
words in a vocabulary test and read-
ing ability.

Gates (7) found that the most im-
portant prognosis measure to use in
predicting progress in beginning read-
ing was the ability to grasp the sub-
stance of a story told to the children.
Russell (8) found a correlation of .80
betwcen reading comprehension and
word meaning. Young (5) found that
there is an intimate relationship be-
tween reading comprehension and
hearing comprehension. Artly (4)
and Davis (9) both found a knowl-
edge of word meanings to be an ex-
tremely important factor in reading.

And so it is that we are not lacking
in evidence of the significance of the

languagc factors in reading. In fact,
growth in reading is dependent, upon
growth in languagc“einidrcn‘x{'ho do
well in oral and written expression,

spelling and vocabulary, usually do

well in reading. All of these so-called
subjects” deal with language sym-
bols, all are part of the same constel-
lation, each reinforces and contributes
to the other. While the teacher is de-
veloping growth in any phase of lan-
guage, she is also developing “com-
prehension” in reading.

From the standpoint of meanings
in reading, however, a meaningful
vocabulary is probably the most im-

‘portant of the several language fac-

tors. One of our chief concerns then
is “how can a meaningful vocabulary
be developed?’ The answers are
found in an abundance of experiences
in which many and different words
are inherent: through association
with teachers and parents who are
willing to answer questions and ex-
plain, and '‘who, themselves, possess
and_pse an extensive vocabulary;

Bhaar 2008

through ample opportunities to talk,
discuss, ask and answer questions.
These are the ingredients which,
when mixed “together and blended,
result in a large stock of words to

‘which varying significations may be

attached according: to the content
and circumstances in which they are
used.

Of course, readmg contributes its
share in building vocabulary also.
The child brings vocabulary and
meanings to the printed page, but he
also derives vocabulary and meanings
from reading, and this is the junc-
ture at which the reading teacher
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needs to be especially alert. She needs
to ruake the most of reading content
in developing word meanings and
calling children’s attention to the
chameleon-like properties of words as
they are fitted into their different con-
texts, ’

The multiple meaning words prob-*
ably cause the most confusion in read-
ing, particularly as their meanings
become more abstract. When a child
meets a word in text in its first, plain-
sense meaning, it usually represents a
fairly concrete idea to him, particu-
larly if it is one which he has previ-
ously encountered experientially.

As an example, consider the word
“capital.” The child may have his
first experience with this word while
playing with his A.B.C. blocks, when
- someone calls his attention to “capi-
tal H” on the side of the block and
“small h” on the other side. He soon
learns the difference between ‘“‘capi-
tal” leiters and “small” letters and in
this sense “capital” has a real, con-
crete meaning for him. A little later
in his life he may take a trip to the
capital of the state with his father and
mother. Here he sees a building with
a large round dome and many steps
lcading up to it, and is told that this
is the capitol building where the law-
making bodies sit while discussing the
affairs of state. After this, when he
reads that a certain city is the capital
of a state, he has a fairly concrete
concept of the meaning of the sen-
tence. As he passes the local bouk he
reads on the window, “Capital $600,-
000.” Now he associates “capital”
with a bank and money. In all of
these cases, “capital” has been tied to

a concrete object—a letter, a city, a
bank, and while the child needs some
additional help in getting the com-
plete meaning of a capital city or the
capital of a bank, he usually is not
puzzled and confused when he en-
counters these terms in print. But the
real trouble begins when, as he ad-
vances in reading, he finds “capital”
used in describing more generalized
and abstract nouns as a “capital er-
ror;” “capital goods;” “capital pun-
ishment.” The most remote level of
abstraction is réached when he meets
the word as part of a term which rep-

. resents an idea that embraces a vast

expanse of territory, that is; “capital
and labor.” The shift to this highly
generalized use of the word “capital”
is quite a long stride to take. If left
alone to struggle with the interpreta-
tion of this meaning of “capital,” un-
aided by mental interaction and clari-
fying discussion, the pupil may leave
his reading with only-a-vague or par-
tial understanding of the meanings in-
volved; or his understanding may be
definitely erroneous; or it may be
highly colored by emotive language
with which the word was surrounded.
Yet this word, used in this sense,
has much to do with the structure,
thought and feeling of American soci-
ety and, as such, deserves careful
study and interpretation.

The teacher, of course, should be
keenly aware of different levels of ab-
straction and ever on the alert for
shifts from one level to another as
children meet such words in their
reading. She will invite the class as a
whole to study such a word and to
tell what it means to them in terms
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of their individual experiences.” Out

of all this, they will then.try to con-

struct a common meaning.
Undoubtedly as we come more

. generally to understand the nature of

meanings, the discussion and clarifi-
cation of different levels of abstrac-
tion will be considered one of the
most important responsibilities of the
teacher of reading.

In concluding this article, it might
be said that its objectives have been
two-fold: first to stimulate fresh
thinking about the old topic of “com-

‘prehension;;” and second, to delineate

the true fundamentals of meaningful
reading—(1) concepts, (2) linguistic
ability, and (3) the use of the think-

“ing processes.
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A Construct of Comprehension

Doxawn L. CLELAND®

Wisdom is the principal thing; .!berefore
get wisdom:
and with all thy getting get understanding.

Proverbs: 4:7

AKEN out of context, this biblical

admonition, “. . . with all thy getting
get understanding,” could well apply to-
day to our concept of teaching reading.
In’fact, it has become so important that
we like to speculate about the mental steps
involved in the process of comprchending
a passage or cstablishing rapport with an
author.

What, then, is comprchension? What
is involved in the mental processes that
begin with the reader’s first glance at a
printed passage and end with his under-
standing of the message the writer is try-
ing to convey via the printed page?

There are many terms that we use
rather glibly, yet when we are asked to
define them we are “hard put to it” as the
old expression goes. Each of us must
build a theory or construct of this com-
plex process of bringing meaning to the

rinted page so that the reader ‘can cstab-
ish rapport with an author. Thus if an
author or speaker wishes to communicate
with a reader ot listener, he must code his
thoughts, concepts, ideas, ctc. into a sym-
bol system that will be understandable to
the reader or listencr. A tdecoding process
then takes place. The reader or Estener
must -decode the message into a symbol
system that is also meaningful. Therefore,
the more congruent these two signal sys-
tems, the more edective will be the com-
munication process; rapport will thus be
established betwcen author and reader,
between speaker and listener.

*The writer is indebted to Mrs, Billie Hubrig,
Gradnate Student Assistant, Reading Laboratory,
University of Pittsburgh, for her help in preparing

this article.

Before 1915, when catddy emphasis in
reading was on its oral aspects, rot much
attention was paid to comprehension. In
fact the term is rarely found in the liteca-
ture. But many tcxtgooks frequently ad-
monished pupils as to the art of reading
aloud with the art of elocution which also
included perspicuity, defined by Webster
as “the quality of being clear to the under-
standing; lucidity in expression or the
development of 1deas.”

The term comprebension had many
synonyms. Romanes,! in the latter part of
the nineteenth century, called it the “pow-
er of assimilation.” Abcll® 2 decade later
did use the term comprehension.

However, as late as 1916 Judd® and
Gray* used the expression "quality of
reading” to denote comprehension.

Finally in the Sixteenth Yearbook Gray*
used the term comprebension to denote
the obtaining of meaning through reading.
Subsequent yeatbooks and other publica-
tions devoted much more space and atten-
tion to the concept. Today comprehension
is being emphasized as the major consid-
eration in all reading.

In order to give a backdrop to a con-
struct of comprchension, let us review
what other writers have said concerning
the nature of comprehension.

Lindley Murray® quotes Beattic, ""Chil-
dren are not often taught to read with

1Gearge J. Romanes. Mental Erolution in Animals
{.i\;)cr‘-,’&'ork: Appleton and Company, 1884), pp.

*Adelaide M. Abell. “Rapid Reading: Advantage
and Methods,” Edueazonal Review, Vol, 8, Octoher
1894, pp. 283.286.

3Charles H. Judd, Measnring the Work of the
Public Sehools,” Vol, 10, Cleveland Public Schools,
'll'9hlr65ur\ies_\3 Committee of the Cleveland Foundation,

. 0. 153,

WWilliam S. Gray. "The Relation of Silent Read:
ing ta Economy in Education,” Sixtcenth Yearbook,
Part I, Nationa] Society for the Study of Education.
Bloomington. Illinois,” Public School Publishing
Company, 1917, p. 28,

sLindley  Murray, Iutroduction_to the Enalish
Rm‘n’hr (Pittsburgh: Spear and Eichbaum, 1916).
n. V.

*Reading and Inquiry, IRA Procecdings, 10, (1965) , 59-61.
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proper emphasis. . . . When books are
put before them which they do not under-
stand, it is impossible they should apply
it properly. Let them therefore, read noth-
ing but what is level to their capacity.”

Samuel ‘Kitkham® gives us some sage
advice concerning the absurd practice of
verbalism in reading:

.. « for 1 would rather give you one use-.
ful idea, than fifty high-sounding words.
the meaning of which you would probably
be unable to comprehend. And I wish you
particularly to remember, that I am all the
while conversing with youts('f, even you
who are now reacing these lives, and not
with somebody clse: therefore 1 presume

i'ou will not pursue the absurd and ridicu.

ous practice of reading without thinking:
. . of mercly pronouncing the words with
out paying any attention to their meaning;
but ‘T trust you will reflect upon every
sentence ~ou read, and endeavor, if pos-
sible, to comprehend the sense: for, if you
do not excrcise your mind, you would do
better not to read at all,

John Wilson® comments on the use of
gunctuation marks as an aid to compre-
ension’:

. , » as oral speech has its tones and
inflections, its pauses and its emphases, a
other variations of voice to ﬁm Kreater
expression to the thoughts which spoken
words represent , . . so written or printed
language is usually accompanied by marks
or points, to enable the reader to compre-
head at a glance the precise and determi.
nate sense of the author—a sense which,
without these marks, would in many in.
stances be gathered: only by an elaborate
and painful process. and very often mis.
undesstood,

Edmund Huey,* The Psychology and
Pedagogy of Reading has some interesting
perceptions  concerning  the  reading
process: :

We may safely conclude. then. that
meanings in reading are mainly fecling
seactions and motor attitudes attaching
most intimately to or fused with the inner

“Samuel Kirkham, Englisk Grommar in_Fe-ilisr
Lectures, accompanied by a pendium: Emharing
a New Systematic Order of Paising. 2nd Edition
(Harrishure: Wiestling, 1924), p. 14, )

John Wilson, A Trcatise on Enalish Punctuation
(Boston: Croshy, Nichols, and Company, 1858),

. 1-2.
W‘Edmund Huey. The Psy-kology and Pedagogy of
Reading (New  York: The MacMillan Company,

1916), pp. 167, 302, and 249-350.

utterance of the words and especially of
the sentences that are read. .
Practice in abstracting meaning, in
grasping the essentials of a page’s thought,
has been little thought of in the reading

lesson.

Both the inner utterance and reading
aloud are natural in the carly years and
are to be encouraged. but only when left
thus free, to be dominated only by the
purpose of gettin expressing mean.
ings, and until the insidious thought of
reading as word pronouncing is well
worked out of our heads, it is well to
nxe the emphasis strongly where it seally

longs, on reading as thought getting.
independently of expression.

An early attempt to list, in sequential
steps, how meaning is acquired was given
by Arthur W. Kallom:*

The aim of silent reading is to tcach
pupils to obtain the thought from the
printed padpe for himsclf. Silent reading
is followed by a form of reproduction at
a future tine,

Until recently the teaches of the upper
elementaty grades has not felt the impor.
tance of teaching silent reading. Even now
it is very probable that—she does not
realize the full importance of this teaching.
Reading oral or silent means the recog:
nition of the printed word as a symbol
and 2 correct interpretation of the symbol
into & picture for which the symbol stands,

This is not . . . a simple process. It
may be- analyzed into the following fac.
tors: -
"Factors in Silent Reading™
1. Correct visualization of each word.

2. Knowledge of the various meanings of
each word.

3. Choice of the correct meaning as shown
by context.

4. Forming of the correct relations be.
tween the:s meanings in order to
intcrpret phrases and clauses. .

. Forming of the correct relations be.

tween phrases and clauses in order to
interpret sentences and paragraphs,

It is interesting to note that the author
stops with paragraph comprehension.

As late as 1955, Gerald A. Yoakam?®
had some intetesting conclusions concern-
ing an understanding of the tetm com-
prehension:

*Arthur W, Kallom, “Reproduction as a_Measure
of Reuding Abdility,” Journel of Educations! Ree
search, Voo 1 (May 1920), 0. 383,

“Gerald A, Yoakam, Bas ecading Instynction
(Ne:;:\:otk: McGrawill Book Company, 1985),
Pp- 3 )
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The term comprehension. which is used
to represent the ral comprehension of
meaning in reading, hes never been com.
pletely described. Various attempts have
been made to describe and define it. It is

* usually defincd as the process of grasping
the meaning of spoken or written fan.
. It scems likely that comprehension
is a complex which involves the mental
process of tecognition, of assaciation of
meaning. evaluation of suggested meaning.
selection of the correct meaning. snd gen.
eralization based on the meanings of de.
tails involved in a context. Some writers
would add the anticipation of meaning to
this complex, Anticipation of mesnings is
the abiiity of the reader to orient himself
10 sentences and paragraphs 5o that he can
quickly adjust himself to the thought pre-
sented in terms of his past experience
in terms of the ressonableness of the
statements which are being made.

George Spache'® has given us the best
theoretical model or construct wiiich de-
scribes the operation of the basic intellec-
tual processes in the act of reading.

These processes are listed as a column
on the left side of a two.dimensional
chast:

-

Cognition—recognition of
information ;
Memory—tetention of information
Divergent Production—logicsl,
creative ideas
Convergent Production—
conclusions, inductive thinking
. Evaluation—critical thinking

At the top of the chart there is 2 row
of items, namely, Unit (word), Class
(sentence), Kelations (the interrelation-
ships of scntences), Systems (arrange-
ments of sentences we call paragraphs),
Transformations (the manipulation of
paragraphs), and Implications (inferen-

woa W

- tial reactions to paragraphs.) At the inter-

section of & column with 2 row will be
found a terse explanation of the intellec-
tual processes involved. A case in point
woulg be as follows: at the intersection of
convergent production and relations (in-
terrclationships of sentences) we find the
following: “evolving main idea as exten-
sion_of “topic sentence.” Again, at the

Georne Spache. Towdrd Better Resding (Cham-

:ais: Iinois, Garrard Publishing Company, 1962).

intersection of Evaluative and Implications
we find the following admonition: “Check
author’s backgroung as basis for view-
points; rexct to author's value judgments;
examine author's basic assumptions and
inferences from these.”

I have stab \ or implied that the con-
cept compreoension seems to defy any
attempt at explanation or the act of set-
ting down discrete steps which explain
the intellectual processes involved. y
studies or attempts have been.made to iso-
late factors that are related to this com-
plex process.

Seven notable studies, using factorial
analysis, are now available. Five of the
seven studics identify a “word” factor
reflecting an understanding of the deno-
tive meaning of a word. Six of the studies
reveal 2 second verbal factor which proba-
bly measures the ability to comprehend
the interrelationships among words or
ideas. All of the studies disclosed a third
factor in ascertaining the meaning in-
tended by the author, namely, the analysis-
synthesis of concepts. Therefore, these
seven studies provide us with a matrix
upon which we may build a structure that
perhaps will give us insight into the men-
tal processes we use as we attempt to
establish rappors, a bond of mutual con-
fidence betwern reader and author, or
listener and speaker.

I wish to propose a construct ot model
which, I believe, explains the intellectual
processes that are employed as the reader
or listener acquires an insight or a Gestalt
of the concepts that are portrayed by the
language of ths writer or speaker.

I. Perception

The child must see clearly the gr;_ﬁhic
symbols which we refer to as words. These
words have no inherent meanings, there-
fore, rc?(ion goes beyond the sensory
data. Words are words, things are things,
relationships are selationships; words are
related to things or to relationships 2-
each reader selates them. Thus the critical
clement irc perception is the meaningful
response rather than simple recognition.
There is the perception of the word, the

g
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phr.ase, the sentences, the paragraph, and
the larger unit of meaning—the story,
article, etc. Space does not permit me to

explore perceptual veridicality, the effect -

of emotionally loaded words or the effect
of an emotional attitude on the response
evoked as a result of the sensory
processes.

I1. Apperception

Korzybski notes that reading is the re-_

construction of events hehind the symbols.
Apperception refers to the process of re-
lating new material to one's background
of experience—it is perception character-
ized by clearness. The reader is bringing
sufficient meaning to the printed page to
permit him to obtain from the page only
an approximation of the experiences the
writer is trying to convey. Thus the writer
and reader must have had some common-
ality of experience. And the degree of
veridicality obtained is in direct propor-
tion to the degree of commonality of the
experience.

II1. Abstraction

This refers to the mental process by
which the reader neglects or cuts off cer-
tain perceptions, or impressions, or select
facts of concepts which are relevant to the
purpose of the reading. The process of
selecting a specific meaning from a gen-
eric meaning may be called abstraction.
Through the process of abstraction a read-
er selects the materials of thinking, and I
refer to Russell's?? list, namely, precepts,
concepts, images, and memories.

IV. Appraisal

This refers to the process of estimating
the value of, the valigity of the aforemen--
tioned materials of thinking, according to
accepted norms, standards o- processes.
This is one of the most criucal steps in

the model. It is also the st complicated. -

The veridicality of percepts, concepts,
images, and memories cannot be overesti-
mated. This process of validation can

“David H. Russell, Children's Thinking (New
York: Ginn and Company), p. 8.

range all the way from ascertaining if a
fact is accurate to the complicated process
in forming clear, concise, and well organ-
ized concepts. It can also refer to the
highest level of thinking—creative think-
ing in which new syntheses are made.

V. Ideation

From the validated gleanings secured as
a result of the above steps—and I reinter-
ject that these gleanings must always be
related to the purpose or tgurposcs in read-
ing—a reader then uses them as the mate-
rials of reasoning in the following modes
of thinking: :

1. Inductive (genemlizing) reasoning
is that mode which proceeds from known

. data to a generalization, such as a hypoth-

esis that will explain thé evidence at hand.
A concept is the product of generalizing;
a judgment or an opinion may also be the
ead product of imﬁlctive thinking. Laws
or principles learned in science courses are
generalizations ~ formed by abstracting
relevant data from complex masses of
data. A prediction is a special form of
inductive thinking as well as theorizing,
in which a person builds a construct or 2
model to explain certain phenomena.

2. Deductive reasoning. As a process
of reasoning, deduction consists of exam-
ining a particular situation or fact in the
light of a generalization. A syllogism is
an example of this mode of thinking,
such as: “Nearly all boys can swim. Fran-
cis is a boy. Therefore, Francis probably
can swim.” A conclusion, a judgment, or
an opinion may be the end product of this
mode of thinking. i

3. Critical thinking or reasoning. This
mode of thinking proceeds on the basis of
a careful evaluation of premises, facts, etc.
and comes to conclusions cautiously
through the consideration of all pertinent
factors. Critical thinking or reading de-
mands an interaction between the author
and reader as well as between speaker and
listener. Ascertaining cayse and effect re-
lationships makes maximum use of this
mode of thinking. Detecting propaganda
devices is another example o}) this high-
level comprehension skiﬁ
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Helping children to improve -their
critical reading abilities will challenge
the best efforts of teachers as the children
will need help in evaluating facts from
which generalizations are made; in render-
ing a judgment on the clarity and organ-
ization of concepts that are used in build-
ing other concepts; in detecting the biases
that authors may have; in .ecognizing

propaganda techniques employed by sub-

versive groups; and in recognizing wheth-
ér the author is capable of making sound
and valid judgments. Last and certainly
not least, the reader must make a judg-
ment as to whether or not his (reader)
background and abilities permit him to
make an unbiased judgment about the
_author’s ideas. -

4. Problem solving (scientific mode of
thinking). This is, perhaps, the most di-
rected_of all thinking. ‘It is really an em-
bodiment of the four types listed above.

When this type of thinking is manifested

by a student, he or she is aware of some
problem that must be solved, or a conflict
that must be resolved. Five or six steps are
usually listed when an attempt is made to
describe the processes involved. These
steps might be listed as follows:

a. The child’s environment has made
him aware of a problem, or a conflict
arises between opposing sets of values.
These situations stimulate his mental
activity. .

b. An orientation to the problem takes
place. The child may start to think in one
direction and then, in another. At the
same time he may be gathering evidence
to substantiate or refine earlier concepts or
conclusions.

. A tentative solution, or a bypothesis
is formed as a result of the patterning of
the several data. The Gestalt principle of
closure may be emerging. The child, there-
fore, gets an insight into a possible solu-
tion.

d. An evaluation or a testing of the
hypothesis then takes place. During this
step, the tentative solution or hypothesis
is subjected to the most critical examina-
tion. As a result, it is either accepted or

rejected.

e. ‘The selected solution, or hypothesis
is subjected to the fest of use..This is the
stage of verification.

5. Creative thinking. This is thinking
at its highest level. Some would say that
the ability to draw inferences is one aspect
of -creative reading. The making of new
syntheses or seeing new relationships is
another aspect of creative thinking. .Still
another product. of creative thinking is a
critical reaction to a treatise on 2- contro-
versial issue.

W1 Application

If the-proof of the pudding is in the

) exting, in like manner, the effectiveness of

a reading program is determined largely
by the functional uses readers make of the
new ideas acquired. They broaden experi-
ences, increxse understandings, and enable
one to learn how to engage in many kinds
of activities which would otherwise be
unknown to him. If students are given aid
as they formulate purposes for reading a
patticular selection, enhancement of the
utilitarian uses of reading will occur.

In this paper, an attempt was made to
present a construct of comprehension. I
am not apologetic about it. It represents,
at least, to me, a brief description of the
intellectual processes necessary as a reader
brings meaning to the printed page there-
by establishing rapport with the author. I
am sure it has weaknesses—but it must be
remembered that I have only shreds of
evidence upon which to build the con-
struct.

Every teacher should become as articu-
late as possible concerning the nature of
the reading process. A teacher’s concept of
the. intellectual processes employed as a
child comprehends a passage will be re-
flected in the reading atmosphere she
creates for her children. I refer again to
the biblical admonition:

Wisdom is the principal thing; there- -

fore get wisdom: and

with all thy getting get understanding.
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‘I’I3e Reading Process and Its Ramifications ]

RuUTH STRANG*

00 OFTEN, I'm afraid, I talk like
the woman whose husband wanted
to get a divorce. The judge asked
him, “What is the trouble?”’ “Oh,
my wife just talks and talks -and
talks,” he said. “What- does she talk
about " asked the judge. “She doesn’t
say,” -the husband replied.
Sometimes, too, like the nurse in
“Romeo and Juliet,” I'm afflicted
with total recall. Even affer all these
vears, I have not learned what a
French literary critic described as
“the art of mnot saying everything.”

To include only the most relevant .

idens is in line with the newer em-
phasis on composition which seems -to
be, not on sentence structure as pre-
sented by linguists, but on logic and

" rhetoric as set forth by Aristotle and
- Plato. It was the search for structure

in the broad field of reading theory
and practice that led me to attempt a
synthesis of related aspects.

Let us start, as all effective reading

instruction should, with the individ--

ual.

Marice is fifteen years old and in
the ninth grade. She comes from a
non-English speaking home. Her ver-
val 1Q on the WISC is 81; her per-
formance 1Q, 99; and her total IQ,
88. Her reading achievement is far
below her potential mental ability. On
three silent reading tests her grade
scores varied from 4.7 to 5.3. On the
Gray Oral Reading Test, her grade
*[nvitational Addresses 1965, 49-73.

equivalent was 4.0. This is the infor-
mation about Marie that is available
on the cumulative record. It tells us
nothing about the processes by which
she acquires—or fails to acquire—
meaning from the printed page, nor
about environmental conditions that
may facilitate or inhibit her progress.

To understand how students read,
we need a framework, a paradigm, a
pattern that encompasses the major
or contributory factors. If we focus
on the reading process per se, we im-
mediately see that it is a factor of the
reader’s goals, the degree to which he
possesses or has acquired prerequi-
sites for learning, and the effective-
ness of the teaching procedures to
which he is subjected. This broad,
complex view of reading may be dis--
cussed under four main headings:
product, prerequisites, process, and
procedures.

Product

Under product, we have included
the main competencies, results, or
goals that are to be achieved. These
include (a) vocabulary—many words
recognized instantly at sight; (b) wo
word recognition skills gained
through a systematic use of context
clues, grapheme-phoneme correspon-
dences, structural analysis, and the
dictionary; and; (c) comprehen-

sion—ability to derive meaning from
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words in sentences, paragraphs, chap-

ters, and larger units. These abilities

enable the individual to “read the
lines.”

However, the mature reader must
do more than get the literal meaning
of a passage. He must be ‘able to in-
terpret the author’s thought, and to
make critical judgments, evaluations,

. and inferences. This is “reading be-

tween the lines.” “Reading beyond
the lines” involves drawing conclu-
sions, forming generalizations, and
applying the ideas gained from read-
ing. The end result of reading is the
contribution that it makes to personal
development and social welfare.

Of the four categories, the product-

has been studied most extensively,
largely by means of tests. Of the 94
items in Traxler’s comprehensive list
of reading tests,! by far the largest
number were silent reading tests of
speed, vocabulary, sentence and para-
graph comprehension. Next in order
of frequency were tests of readiness,
measures of study habits and skill,
and diagnostic test—ten of each type.
There were seven oral reading tests.
There was only one test each of
“reading capacity,” library orienta-
tion, listening comprehension, dictio-
nary skills, and logical reasoning. Al-
though additional tests have appeared
since Traxler’'s list was published,
there is still a serious lack of instru-
ments to measure the reader’s ability
to organize ideas while reading, to
recognize the author’s purpose, and

1Ruth_Strang, Constance M. McCullough and
Arthur E, Traxler, The Improvement of Reading.
New York: McGraw-Hill Book Company, 1961,
pp. 352.359.

to engage in critical, creative, and in-
“terpretive reading. ) )

Several new tests may prove to be
valuable supplements to tests of intel-
ligence. In grades three, five, and
seven, Braun 2 found a test of concept
formation to be more closely related
to reading achievement than tests of
mental maturity. The Cloze test
proved superior to multiple choice
tests as a measure of difficulties in
comprehension.3

More: emphasis is being placed
upon informal or teacher-made tests,
and upon the practice of making con-
tinuous appraisal and diagnosis while
teaching. 1

From concern with reading statis
or product we often move directly to
teaching procedures, with the result
that we neglect a very important fac-
tor—the degree to which the student
possesses or has acquired certain pre-
requisites for success in reading.

Préreguisites

Certain prerequisites underlie both
product and process. Holmes * called
these “sub-strata factors.” He studied
the relation of variables to high
school students’ reading speed and
comprehension. Employing a tech-
nique of factor analysis, he grouped
these separate factors into patterns or
clusters. Most closely related to read-

tJean S. Braun, “Relation between Concept
Formation Ability and Reading Achievement at
Three Developmental Levels,” Child Develop.
ment, 34 (September, 1963), pp. 675-682.

8 John Bormuth, “Cloze as a Measure of Read-
ability,” .in Read’mg as an Intellectual Activity
(J. K'I_Im Figurel, Ed.). New York: Scholastic

agazines, 1963, pp, 131-134.

. 4Jack A. Holmes and Harry Singer, "Theoret.

ical” Models and Trends toward More Basic Re-

search in Reading.”’, Review of Educational Re-
search, 34 (April, 1964), pp. 131:133,
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ing “power” were four factors: ver-
bal analogies, vocabulary in isolation,

- vocabulary in context,-and-auding or

listening comprehension—each of
which contributed 16 per cent to the

power of reading variance.

Other factors exerted lesser de-
grees of influence. But 25 per cent of
the variance remained unaccounted
for by all the factors put into the fac-
tor-analysis hopper. It is possible that
such imponderables as the individ-
ual's value-systerh, his self-concept,
his purpose or “set,” and other moti-
vations may he among the sub-strata
factors that affect his reading process
as well as what he reads and why he
reads.

Reading difficulties have also been
attributed to many other factors.
Among these are physical defects,
especially visual and auditory; re-
tarded development in visual and au-
ditory perception and discrimination;
and neurological dysfunction or mini-
mal brain damage. Lack of previously
acquired knowledge and skills and
the experience of repeated failure in
reading also have a cumulative nega-
tive effect on the child’s subsequent
progress.

Several of these prerequisites de-

- serve more detailed consideration:

prereading experiences, specific men-
tal abilities, linguistic factors, listen-
ing comprehension, and concepts and
values.

Readiness for Reading. Prereading
experiences are a prelude to success
in beginning reading. From the earli-
est years, the child’s normal curiosity
can be fostered, his sense of trust de-
veloped, his openness to experiences

encouraged. He should  come to
school eager to learn to read. He
should have the ability to understand
and speak 2000-3000 words. He
should have learned to distinguish
small differences in word sounds.
Without being specifically taught, he
should have leirned-that meaning de-
pends partly on the order, intonation,
and stress with which words are spo-
ken. It.should not be necessary to
“teach your baby to read.”” Children
who have a rich background of pre-
reading experience tend to catch up
quickly with other children of the
same ability who have had_pre-school
reading instruction.

However, many children come to
school without having had the pre-
reading experiences just described.
These are children from education-
ally and culturally disadvantaged
homes, and from homes where a lan-
guage other than English is spoken.
For them, beginning reading may
prove difficult. They may fail in their
first attempts to learn to read. This
initial failure undermines their self-
confidence. They become afraid to
try. Their parents may respond by
acting disappointed or punishing
them. Their teachers may express
disapproval. Their classmates may
ridicule them. Any of these responses
may intensify their concept of them-
selves as children who can’t learn to
read.

Pilot studies in New York City, at
Peabody College, and in other centers
have demonstrated the value of pre-
school or kindergarten prereading
experiences. Programs under “Proj- -
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ect: Head Start” are now underway
1 many communities.

Readiness is a prerequisite for any
child who is about to take the next
step in the sequential development of
his reading ability. ‘

Mental Abilities. Although individ-
ual intelligence tests are given less
weight than formerly, they are still
important  diagnostic  instruments.
Analysis of subtest scores and pat-
terns widens their usefulness and
enhances their diagnostic value. The
individual's total score or IQ often
conceals wide differences in his men-
tal abilities. A retarded reader may
be weak on certain subtests, and
strong on others. One of my doctoral
students, Eldon Ekwald, is studying
the relationship betweer the WISC
subtests and certain reading abilities.

Retarded readers generally, though
not always, score higher on the per-
formance section than on the verbal
section of the Wechsler Intelligence
Scale for Children (WISC) and the
Wechsler Adult Intelligence Scale
(WAIS). This discrepancy may be
due to an inherent lack of verbal abil-
ity; to environmental, emotional, or
other factors that are inhibiting the
functioning of verbal ability; or to
other circumstances that have pre-
vented the individual from learning
to read. To be significant, however,
the difference between the verbal and
the performance scores should be
fairly large because the” performance
1Q has a general tendency to run
higher than the verbal.

Of still more diagnostic value are
the profiles of sub-test scores. These
show graphically the patterns of

strength and weakness in the individ-
ual’s mental functioning. Each repre-
sents some mental f)’roce;ss involved in
reading that may be improved by
practice and instruction.

Studies of the relationship between
reading ability and scores on the
sub-tests of the Wechsler have shown-
a characteristic’ pattern for retarded
readers. They tend to score low on
the sub-tests of Information and
Arithmetic, and also relatively low on
Digit Span and Coding. On Picture
Arrangement, Block Design, Picture
Completion, and Object Assemnbly,
retarded readers often score rela-
tively high. Conflicting results were
reported on the Vocabulary sub-test.

Each sub-test might well be exam-
ined for its significance to the teach-
ing of reading. A low score on the
Information test might indicate lack
of mental ability to gain information
as normal children do. Or it might
reflect lack of reading ability—the
means by which older children in our
culture gain much of their informa-
tion. Both the Information and the
Arithmetic sub-tests are closely re-
lated to school learning.

Since the Coding sub-test involves
visual discrimination and memory
.abilities that are also required in de:
cading printed words, we should ex-
pect retarded readers to score low.

The Digit Span sub-test requires a
mental ability somewhat similar to
that involved in getting the meaning
of a sequence of words arranged in a
sentence. A low score on this sub-test
may indicate that the individual has a
short attention span, difficulty in con-
centration, or the habit of thinking
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slowly and reacting slowly to any
stimulus that involves visual motor
skills.

The two sub-tests on which re-
tarded readers generally score rela-
tively high—Block Design and Pic-
ture Completion—measure the sub-
ject’s response to stimuli that are al-
ways at hand. These tasks are less
abstract than those set,by other sub-

tests in the WISC. Poor readers, asa

group, tend to approach a learning
situation in a more concrete manner
than do good readers; they are less
able to handle abstractions.

Analysis of any test of mental ma-
turity indicates strengths and weak-
nesses in areas that are often asso-
sociated with reading disability.
Strengths can be developed; weak-
nesses remedied. To improve visual-
motor ability, the: Frostig and the

Kephart programs are useful. To in-

crease visual and auditory discrimi-
nation, teachers give children practice
in recognizing details in pictures, and
in distinguishing similar forns, let-
ters, and words. Older pupils may be
helped to develop the mental abilities
that are prerequisite to mature read-
ing by using the Thurstone exercises
published by Science Research Asso-
ciates.

Since reading tasks that resemble
other school instruction are oftén as-
sociated with negative attitudes to-
ward the teacher, toward school, and
toward reading, we try to make re-
medial work as different from regular

school instruction as possible. We use -

concrete, multi-sensory approaches,
For example, we use word, phrase,
and sentence cards to build sentences

and paragraphs. Since retarded read-
ers are weak in information, we
build up their reservoir of meanings
through avenues that require no read-
ing—pictures, trips, discussions and
listening to stories and articles read
aloud.

Thus examination of the mental
processes of our readers enables us to
find appropriate methods and mate-
rials to build the prerequisites for
success in reading. Bearing in mind
the characteristic patterns of retarded
readers, we can study individual pro-
files to observe deviations that may
have special significance.

Linguistic Factors. Linguists put
primary emphasis on the spoken lan-
guage. They call attention to the
meanings conveyed _in speech by
pauses, by differences in pitch and
stress, and by intonation and rhythm.
Although listening and speaking
come first in a child’s language devel-
opiment, are prerequisite to reading, .
and evén though there is scientific ev-
idence that vocal cords move very
slightly even in rapid reading, we
would question the statement made
by some linguists that the reader
must first reconstruct the spoken
sound of a printed sentence before he
can comprehend its meaning’ This
would seem to be a slow, laborious
process that would be incomnpatible
with rapid reading. Is it not possible
for the mature reader to make a di-
rect association between the printed
words and the author’s meaning? It

s John B. Carroll, “The Analysxs of Readmg
Instruction: Pcrsnccuves from Psychology an
Linguistics,’ in_ Theorics of Ltammy and Ine
struction. The Sixtythird Yearbook of the Na-
tional Society for the Study of Education, Part I,
Chécago University of icago Press, 1964, p,




Q

ERIC

Aruitoxt provided by Eic:

26

GENERAL NATURE

would seem that rapid readers
achieve speed through clue reduction,
and that their reading vocabulary ex-

.ceeds their speaking vocabulary.

A related factor that linguists em-
phasize as a prerequisite to reading
for tneaning is an understanding of
sentence structure, i.e. syntactic con-
struction—the meaning conveyed by
various arrangements of words in
English sentences. It is their conten-
tion that knowledge of these gram-
matical meanings combines with vo-
cabulary knowledge to unlock the full
linguistic meaning of a selection.
Children should learn to think of sen-
tences as constructions within con-
structions, rather than as strings of
separate words. Comprehension in
reading does depend upon one’s ca-
pacity to use the English language, as
well as upon one’s familiarity ‘with
the vocabulary of the area of knowl-
edge with which the passage is con-
cerned.

“wre.  Listening  Comprehension.  The

third cluster of factors that Holmes
and Singer found to be significantly
related to reading speed and power
may be designated as ability to com-
prehend the meaning of a passage
when it is read aloud. Listening with
understanding carries over into read-
ing for meaning. Tests of listening
comprehension are useful in apprais-
ing reading potential, and training in
listening has been found to contribute
to reading improvement.

Value Systems, Motivation, and
Self-concept. These three are interre-
lated. The desire to read is a resul-
tant of present need, the push of the
past, and the pull of the future.

For the little child, desire for ap-
proval by teachers and parents is a
strong motivation. Ttrinsic interest
in the content is a more permanent
life-time motivation. A specific need
to fill out an application blank for
a part-time job, to get a driver’s li-
cense, or to pass the Army classifica-
tion tests, often spurs a previously in-
different teenager ‘“‘to get down to
work on this reading business.”

When asked why he wanted to read
better, one slow learner gave these
reasons: “So no one will laugh at
me, so as not to be stupid, so no one
will cheat me.” In his study of the na-

‘ture of imature reading, William S.

Gray ® came to the conclusion that
the mature reader “has acquired
many compelling motives for reading
and focuses his attention on the
meaning of what he reads.”

The most persistent and pervasive
influences are the individual’s self- -
concept and self-ideal. The self-con-
cept may be predictive of, a cause of,
or a result of reading achievement. In
a primary group, the children’s self-
concepts were, in general, more pre-
dictive of their reading achievement
than were their scores on the Detroit
Beginning First Grade Intelligence
Test, which was given near the end
of Kindergarten.” On all age levels,
evidence is accumulating about the
relation between an individual’s self-
concept and his achievement in read-

ing.

¢ William _S. Gray, ‘““The Nature of Mature
Reading,” The School Review, LXII (October,

19500, B: 394, A

7 Willlam W. Wattenberg and Clare_ Clifford,
“Relationship of the Self-concept to Beginning
Achievement in Reading,” Child Development, 35
(June, 1964), pp. 461-467.
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The Reading Process

What do we really know about the
chemistry, physiology, and psychol-
ogy of the reading process? What
kinds of thinking go on in a student’s
mind when he reads a short story, a
popular article, a textbook in science
or history? How does he distinguish
the main ideas and the supporting de-
tails? What associations does he
make between what he reads and
what he already knows? What kind
of questions does he ask? What rea-
soning takes place? Does he compre-
hend better when reading aloud or si-
lently? By what process does a child
learn to read, and by what process
does he continue throughout life to
get meaning from the printed page?
These important questions have been
too long neglected. Satisfactory an-
swers to them would help us deter-
mine what teaching methods to use.
“The teaching process must take its
clue from the learning process.” If
we can determine the learning proc-
ess that the child uses, then we can
try to create conditions that capitalize
on that process.

The reading process may be ex-
plored on several levels—chemical,
neurological, psychological, and be-

havioral.

The Chemical Level. Attempts are
being made to assess the influence of
body chemistry on the functioning of
the nervous system, with special ref-
erence to reading. It seems possible
that the child’s nutrition and the
stresses and strains that affect the
chemistry of his body may modify
synaptic transmission, which may

-

govern the speed with which he
reads.® However, Staiger® obtained
no evidence that the adniinistration of
a single drug, deanol, improves the
performance of retarded readers.

Neurological ~ Processes. Much
more extensive work has been done
on neurological impairment with ref-
erence to severe reading disability.
Rabinovitz has recognized two levels
of neurological disorganization—the
minimal type that is difficult to diag-
nose, and the more easily recognized
brain injury. Rabinovitz, de Hirsch,
and others emphasize the importance
of detecting neurological impairment
at an carly age; this will help to
prevent the secondary emotional dis-
turbance that often results from ex-
pecting the child to accomplish learn-
ing tasks that are too difficult for
him.

The Psychological Process. This
includes all that goes on from in-
take—the stimulus of the printed
word—to output—the individual’s re-
sponse in thought, spoken or written
words, or action. Output may take
mnany forms: a mental image evoked
by the passage, an answer to a ques-
tion, a written summary, an illustra-
tion or drawing of a character or
scene, a, motor response to a direc-
tion.

The first stage is what Samuel
Kirk has called visual reception, a
process necessary to produce a clear
visual impression. When the sensory
impressions, visual and auditory, pass
T h‘ Donald E. P. Smith an?)?algigia M. Carrigan,
Fecourt Traces and o isgge v New Yorks

?Ralph C. Staiger. “Medicine for Reading Im-

provement,” Journal of Developmental Reading,
4 (Autumn, 1960), pp. 12.16.
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to the cerebral cortex, they combine
with traces already imprinted on the
nervous system to produce mcan'ing.«
The words have now been perceived.

Perception is a learned process;. it
is not simple. It is affected by the at-
teution, the previous experiences, the
needs, and the expectancy of the indi-
vidual. Important individual differ-
ences in perceptual style have been
summarized by Helen Robinson.!®
Three types of perceivers may be dis-
tinguished: (1) those who sce the
word as a whole—those are the more
able learners and better readers: (2)
those who perceive word parts and
tend to be preoccupied with unimpor-
tant details—these tend to be poor
readers: and (3) those who focus on
the sequence of letters in the word as
a whole. Tachistoscopic studies have
shown that familiar syllables and
words can be recognized almost as
quickly as individual letters, and
short passages almost as readily as
single words. As children mature,
they perccive longer and more com-
plex spelling patterns as units.

Conceptualization is the process by
which the individual puts a single
perception in a more inclusive set-
ting. He relates the observed pheno-
menon to a class of objects or events.
A new word is an “empty category”
which can be invested with more and
more meaning as new <&Xperiences
enter the mind. This is the beginning
of abstract thinking. and the basis for
generalization.

10 Helen M. Robinson, “Perceptual and Con-
ceptual Style Related to Reading,” in Improve.
ment of Reading Through Classroom Practices
(J. Allen Figurel, Ed,). Newark, Delaware: The
ggtemational Reading Aseaciation, 1964, pp. 26+

There is a reciprocal relation be-
tween perception and conceptuali-
zation. Concepts screen or filter im-
pressions as they come into the mind.
Thus the individual avoids dealing
with a bewildering diversity of sepa-
rate impressions. Traits extracted
from perceptions are syuthesized into
concepts ; concepts aid in the interpre-
tation and organization of perceptions.

There is a positive relation be-
tween conceptual ability and reading
proficiency. Children who fail in
reading in the upper primary grades
are often deficient in the ability to
form concepts.

Research has clarified the first
stages of the reading process—sen-
sory impression, perception, concep-
tualization. What happens next is still
a psychological *“no-man’s land.” It
has been explored primarily by specu-
lation and by experiments in animal
psychol.gy.

It has been hypothesized that at
the higher level of association there
are patterns, schema, or circuits—
memory sub-systems that are interre-
lated. These become larger and better
organized when they are activated
simultaneously. Thus the “whole per-
ceiver” has an advantage over the
“part perceiver.” The individual’s
reading ability increases as the inter-
facilitation of the working systems
improves. The word-by-word reader
makes each association in isolation.
rather than activating numerous con-
nectic's within and among his mem-
ory patterns. The way a thing is
learned helps to determine how it is
used or applied.

BchazrioraI‘mel. This refers to
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the way individuals actnally read. Do
the gifted use different processes thar
the less able? Can the less able learn
the more efficient methods, or are the
methods they have evolved the bLost
for them ? These are fascinating ques-
tions to which we have no answers.
Fortunately there are many ways in
which we can gain insight into stu-
dents’ reading processes. These will
be briefly described.

1. Observe the individual's eye
movements. Since Buswell’s ! pio-
ncer work on eyc movements, more
than onc hundred similar studies
have heen reported. These studies ex-
plain how the cyes function during
reading. We have learned that the
span of recognition increases cluring
the school years, hut that even adults
do not asually recognize more than
two words per fixation. Eye move-
ménts may provide objective evidence
that a reader is having difficulty, but
introspection is necessary to show
what the difficulty is. The eye move-
ment camera does not show how the
mind works Cousequently the infor-
mal “peephole method” of observing
the reader’s eyve movements through
a tiny hole in the center of the page
he is reading is more useful in study-
ing the reading process. When he os-
cillates on a certain word or makes a
regressive movement, the observer
can stop him and ask what was going
on in his mind atthat point.

2. Observe how students respond
to reading situations during the
school day. During silent reading pe-

1 Guy T, Buswell, "The Process of Reading,”
The Reading Teacher, 13 (December, 1959,

pp. 108114, i

riods, the teacher may note the way
the student approaches the reading
assignment, and may chart his pe-
riods of attention and distraction.
From the student’s own ¢uestions
and from his answers to questions
that call for fdcts, generalizations, or
interpretations, the teacher may draw
inferences about his reading process,
To verify these, the teacher will make
further inquiries: “How did you hap-
pen to know this unfamiliar word?”
“Why did you choose this answer
rather than another "

You will he amazed to sce in what
devious ways children acquire their
vocabulary,

3. Ask the student to read a short
selection aloud. As well as obtaining
the usual diagnostic information af-
forded by oral reading, the teacher
may also make inferences based on
the student’s facial expression, hodily
movements, side remarks, and an-
swers to questions involving compre-
hension.

For example, Marie, the ninth-
grader whom we briefly described

carlier, showed embarrassment when.

asked to read the paragraphs on the
Gray Oral Reading Test. She made
many errors in pronunciation, a few
repetitions and substitutions, and two
omissions. The repetitions seemed to
stem from her struggle with the
prommciation of the words. On the
casier paragraphs, her substitutions
made sense. On the comprehensive
questions, her difficulties became seri-
ous at the fifth paragraph when there
was a marked increase in the number
of key words ihat she did not know.
The examiner could have learned
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more about her reading process by
asking her to “tell what happened”
when she pronounced a difficuit word
correctly, or made a given kind of
error. This could have been done
very casily while she was being ex-
amined in the individual testing situ-
ation, or immediately after the test
had been administered according to
standardized instructions.

4. Analyze the student’s responses
on standardized silent reading tests.
Most of the diagnostic value of tests
is lost when we neglect to study indi-
vidual responses. This kind of study
gave E. L. Thorndike ' his famous
insight into the reading process.

On the muitiple choice questions of
the vocabulary section of the Metro-
politan Intermediate Reading Test,
Maric made many errors. She asso-
ciated “glorious” with-“independent”
rather than “splendid.” Perhaps to
her, being independent was a glorious
feeling. She marked “future” as the
correct meaning of “ancient” instead
of “old.” Here she may have been
misled by a vague conception of hoth
words as associated with time. In
marking “cause” instead of “results
as the meaning of “effect” she appar-
ently reversed the meanings of two
words commonly used together.

These are only tentative inferences
that could be made from the analysis
of a student’s responses on a multiple
choice vocabulary test. To under-
stand her actual thought processes, it
would be necessary to ask her to try

e st

8 E, L. Thorndike, *‘Reading as Reasoning: A
Study of Mistakes in Pa;ao’nph Reading,” ,mu--
nel 3&3{3 f’d;umnl Psychology, 8 (June, 1917),
pp. 323332,

to explain how she arrived at the an-
swers that she marked.

On the word discrimination part of
the same test, we obtained further
understanding of Marie’s reading
process. In the sentence “Be sure to

your raincoat” she selected
“were” instead of “wear.” Similarly,
in many of the other items, she in-
serted a word that begins with the
same letter as the correct word. More-
over, she showed little awareness of
structural or grammatical clues to
meaning: she chose “terminate” in-
stead of “terminal” in the sentence,
*The truck driver delivered the trunk
to the railroad " From this
section of the test, it was possible to
infer that Marie tended to use initial
consonants as her sole method of
word attack, to he unconcerned about
whether the word she chose made
sense in the sentence, and to neglect
grammatical clues to meaning.

In the paragraph reading section of
the test, Marie seemed.sometimes to
show a similar disregard for appro-
priateness in her answers. Some of
her choices were reasonable. She said
“Some of the hoats were probably not
very well made,” instead of big,
which was considered the hest an-
swer. In another paragraph she sup-
plied an idea of her own—'be in a pa-
rade,” instead of the correct response,
“greet visitors.” In still another item,
she gave overpotency to the word
“bicycle” and made up her own con-
clusion instead of giving one that
could be properly derived from the
paragraph as a whole.

From the analysis of Marie’s re-
sponses on this standardized test, we
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could make several tentative infer-
ances about her reading behavior.
She seemed to he misled by irrelvant
or partial word associations, Appar-
ently her only method of word attack
was recognition of the initial letter.
In reading a paragraph, she grasped
at any straw that might enable her to
make a response. It seemed as though
her main concern was to mark some
answer, whether corvect or not.

5. Analyze the student’s answer to
the unstructured or creative-type
question on an informal reading test.
The question, “What did the author
say " may lead a student to reveal a
great deal about his reading process.
In studying responses to this type of
question we find many different read-
ing styles or approaches:

Some students select a few isolated,
umnmomm or irrelevant details.

Some select the main ideas.

Some_select the main ideas, and cite

supporting details. .

Some compose a brief, terse sum-
mary.

Some offer a vague, general sum-
mary

Some tend to be carried away by
their emotional response to the passage.

tend to elaborate on details that

are purely personal in significance or
interest.

Some use a passage as a springhoard
for creative thinking.

Some make a wcll—ofgamzcd sum-
mary of the author’s pattern of thought.

Some compose a full and accurate

. summary, and supplement it with their
own re ectxon. and critical evaluations.

You will find examples of all of
these ceading styles in any heteroge-
neous class.

Although the unstructured ques-
tion does not systematically measure
the reader’s comprehension of simple
and definite facts, it may have the
more important value of yielding in-

sights into the student’s thought
processes; it may give a glimpse, as
Paul Diederick admitted, into how
the reader’s mind works.

6. After students have read and
completed the comprehensive ques-
tions on an informal group reading
test or inventory, ask them several
questions about the reading method
that they used. Although many stu-
dents, especially the less able readers,
find it difficult or impossible to iden-
tify and describe their reading meth-
ods, others make revealing com-
ments—such as the following, made
by a boy in the eleventh grade:

Question: What did you do to get the
maiy idea?
“I thought about the main idea as [
went along.”

Q.: What did you do to get important
details?
“I tried to corrclate thcm with some-
thing I alrcady knew.”

Q.: What did you do when you met a
word you did not know?
“I got the idea from the context. If
it's a particularly puzzling one, Itry
o think up a Latin derivative.”

Q.: Do you like to read books of this
kind? (a social studies text)
“No, I like to read ghys and biogra-
Plucs I got a big blast out of Van

hooks. But, in gmcnl

hored stuff by this type of stuff.”

7. Ask them point blank: “How
do yot1 read a given assignment?”
Many years ago I asked all the grad-
uate students at Teachers College
who had made straight 4 records to
describe their methods of getting the
author's thought. It became evident
that these successful students used a
variety of methods, some of which
represented wide departures from
those commonly recommended. The
following is one student’s descrip-
tion:
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1 find my wmethod of gaining ideas
* from reading is comparable to building
a skyseraper. 1 first read the material
through completely and quickly. On the
way, | get a general outline or skeleton
of the material. After this reading, I go
back ar’l start over more slowly, This
time | argue sy way through the book
and fill in the skeleton which I built the
first thme, This scems to bz my method
for reading material which 15 rather
difficult.””? I

Each reader appeared to iawve certain
idiosyneratic methods that were help-
inl to him.

A similar procedure was unsed by
Michaels ** to ascertain what meth-
ods high school students used in
reading four subjects—English, chem-
istry, plane geometry, the United
States history. They were asked to
describe their usual method of read-
ing diffe ... kinds of assigmnents in
cach subject. Two representative ve-
spouses will give us some idea of their
stidy processes:

First, I look at the question I am to
answer. Then I will Jook up the subject
in the index of a hook and turn to the
page that has the information on th~
question. I then read the information
available in that book. I usually follow
the same procedure with three to five
other books. When I have finished these
hooks, 1 take the most important infor-
mation from each and begin te compose
my answers to the questions.

§ always read my text first. Next, |
sclect several books on the subject, not-
ing their differences in details and gen-
eral feeling about the suhject. I then
write what I feel are the essential ideas
that I would be likely to forget, and the
major differences in the references in
which I found “my" point of vizw.

8. Use an unstructured interview

i w Ruth Strang. Constance MsCullough, and
&r.hur, Traxler, The Improvement of Reeding.
New York: McGraw:Hill Bock Company. 1961.

. 20.

P Melvin L. Michacls, A Study of Similarities
and Differences _in Student Perceived Reading
Difficulties in_Sclected Secondary ub-

Lc:ts." Unpublished dcatoral project. Teachers Col-

¢, Columbia University, New York. 1963.

to gain understanding of how stu-
dents have read certain selections and
answered questions on them. In a
study of interpretation of poetry,
Letton ¥ established the value of re-
trospective verbalization in identify-
ing the reading processes. She re-
corded the subjects’ oral interpretive
responses in @ systematic way, and
identified differences in the introspec-
tive and retrospective. verhalizations
of high-level readers and low-level
readers,

Using a  similar  techrique,
Rogers ™ studicd the responses of
three classes of cleventh grade stu-
dents—high, average, and low--to a
seleeted short story. She began with a
conyictely unstructurest approach—
“Iry to tell me cvervthing you
thonght and everything you felt as
you read this study. Just go ahead
and talk about the story,” This ap-
proach dlicited a wide range of re-’
sponses,'? such as the following:

Respouse on a symbolic level :

1 thought as the story went a.ong the
symbalism of the snake heeame more
clear and kind of stood for—evil,
perhaps, . . . But it also symbolizes
something deeper. o .. [ think it stands
for all bad, The smake is hlack, and
Dack abways stands for bad, ... The

mate symbolizes something which all of
us would want to find. ..

Response on a literal level:

In a way, 1 thought it was bad, you
kuow, far the dog 10 kill the snake, but
in a way he was doing what the boy's
father told him to do. . . .

13 Mildred Letton, *Individual Differences in
Interpretive Responses to Reading Poetry at the
Ninth Grade Level”® Unpublished doctoral dus.
sertation, The University of Chicago, 1958,

1¢ Charlotte Dee Rogers. “Individual Differences
in Interpretive Responses to Reading the Short
Story at the Fleventh Grade Level,” Unpubtithed
doctoral dissertation, University of Aricona, 1965,

p. 40.
T Ibid., p. 137,
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After the students had responded
to this invitation to talk freely,
Rogers ' asked a number of specific
questions such as these:

What arc the main events in this
story ?
How did you discover thesc main
events?
What is the main point in this story?
_How did you arrive at this conc'u-
swons
How do you know what kind of a
person he is?
In addition, Rogers used a question-
naire to obtain information about the
students” attitudes toward short sto-
ries. and their habits of short story
reading.

£\ variation of this technique, com-
bined with several others, was em-
ployed by Cafone!® with an extremely
unconmunicative group of ninth
grade students who were five or more
years retarded in reading, who had a
history of school failure, and who
scored below average on the verbal
section of the WISC or the WAIS.
Although silence or “I don't know”
were tlieir most conunon responses to
the invitation to tell how they arrived
at an understanding of the sclections,
some of them, including Marie, occa-
sionally brighter:od these interviews
with significant insights,

Marie's attention to context clues
scemed to improve as her interest in
the story increased.— However, she
tended to remember the main ideas
that were personally significant to
lier, rather than to distinguish th
main ideas logically from the n

"'lbld ),

3 Harol& C._Cafone, “Indivifual Differences in
the Reading Process of Ninth Grade Retarded
Readers,” Doctoral project in progress, Univer-
sity of Arizona. 1965.

supporting défdilsc This approach
sometimes led her to make errors in
interpretation. For example, she said
that one main id'  of the story was
that the boy *‘sho.ud not drop out of
school.” This was not a main idea; in
fact, the author implied that he might
as well drop out of a school that had
no meaning or utility for him. Her
extremely personal approach also led
lier to_insert ideas that were not in
the story at all. For example, she said
that the reason for the boy’s losing
his job was his inability to speak
well. This was one of Marie’s own
problems, but it was not mentioned in
the story.

The technique of retrospective-in-
trospective verbalization may be niod-
ified. in various ways. Starting with
an uustructured approach, the inter-
viewer may allow the subject free ex-
pression of his reflections. thoughts
and feclings about the selection, and
then ask questions designed to pro-
mote clarification and elaboration,
somewhat like those used by Piaget
in his study of children’s language

-and thoughts. This procedure is also .

comparable to the *“Inquiry” tech-
nique of the Rorschach test. The in-
terviewer follows up the subject’s
comments with such questions as
these:

How did you know that?

Why didun'tyousay . ?
How did y}ou know it wasn’t

Did you know this hefore?

Were you especially interested in this
(the right :ms“cr)’ Why was it inter-
esting to you?

The final step, as in the Rorschach,
might be a “testing the limits” by
asking the subject to respond to a se-
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ries of “yes” or “no” questions such
as: Did you think about the title be-
fore heginning to read? Did you skim
the selection hefore reading it-care-
fully? -

To delve more deeply into the
process that a student actually uses,
the interviewer may ask him .to in-
trospect while he is reading. By use
of this introspective method, in con:-
bination with other techniques, doc-
toral students at the University of
Chicago have conducted several very
significant researches. Swain 2 asked
twenty-nine college students to think
aloud as they read passages of litera-
ture, social science, and science, and

_then to answer questions on them.

She recorded their verbalizations
about how they analyzed the words
and restructured the meaning. This
approach encouraged the subjects to
reveal their conscious thought proc-
esses. :

Pickarz ® used a similar procedure
with able sixth grade students. She
asked the subjects to verbalize frecly
their thoughts and feelings about the
selection as they read it. )

- Using introspection as supplemen-
tary to a more objective approach to
ascertaining students’ specific pur-
poses in reading certain kinds of ma-
terial, Smith* learned much about
their reading processes. For example,
she found that some students per-

2 Emeliza Swain, *Conscious Thought Processes
Used in the Interpretation of Readiné Materials,™
Unpublished doctoral dissertation, University of
Chicago, 1953 .

o1 Josephine Pickarz, “Getting Meaning _ from
Reading,” Eltr;s;mry School Journal, 56 (March

1956). Yp- 3.309.

ZHelen K. Smith, *“The Responses of Good
and Poor Readers When Asked to Read for Dif.
ferent Purposes,” Unﬁubhshed doctoral disserta-
tion, University of Chicago, 1964,

sisted in reading for the mnain ideas
even when the instructions were to
read for details.

In 1956 at the University of Cali-
fornia, Berkeley, James R. Squire
studied “The Responses of Adoles-
cents to Literature Involving Se-
lected Experiences in Personal De-
velopment.” Hix study is now pub-
lished in pamphlet form. In inter-
views lasting several hours, Squire **
obtained responses of ninth and tenth
grade students to each segment of
four short stories. They were asked
to respond freely and completely in
describing the “feclings, ideas, opin-
jons, or reactions” which occurred to

them v. .o reading or at the end of

the story. The transcripts were ana-
lyzed according to seven categories:
literacy, judgment, interpretational
responses, narrational reactions, asso-

" ciational responses, self-involvement,

prescriptive judgments and miscella-
neous. Wilson 2* used a similar anzl-
ysis in comparing the responses oi
college students to three novels be-
fore and after class discussion of the
novels.

Introspective methods in a case-
study setting were employed by
Strang® in an exploration of reading
patterns, and by Gray and Rogers?®
in a stidy of different kinds and de-
grees of maturity in reading.

= James R. Squire, The Responses of Adoles-
cents While Reading Four Short Stories. Re.
search Report No, 2. Champaign, Illinois: Na.
tional Council of Teachers of English, 1964..

2 James R. Wilson, *“Responscs of College
Freshmen to Thl'i}: Novels.” Unpublished _doc-
toral dissertation, University of California, Berk-
eley, 1962. . .

='Ruth Strang, Exploration of Rcading Pat-
:lt9m:. Chicago: University of Chicago Press,

42, R

2% William S. Gray and Begmice Rogers, M-
turity in Rcading. Chicago: University of Chicago
Press, 1956.
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Jenkinson ** used a “cloze test,” in
which words were omitted within the

reading passage at regular intervals. .

The reader was asked to supply the
precise word that the author in-
tended. After taking the test, each
student was asked in an interview to
explain the reasons for his insertions
as hie again completed the cloze pas-
sages. The students who were able to
supply the largest number of correct
words also tended to be the students
who saw more relationships among
the various ideas, had a better under-
standing of the language structure,
and made better use of the grammati-
cal and syntactical clues to meaning.
They were, in general, less subjective
than those who scored low.

Much can be learned about . the
reading process through students’ re-
trospective and introspective verbali-
zation. Various methods of studying
the res.'ing process have yielded a
Hur .. o insights: -

Able readers differ from those who
are less able in many respects:

In their ability to analyze language

and reconstruct the meaning of a pas- -

sage. = .
In their ways of integrating newly
acquired ideas with previous experience,

In the intensity of their responses to
what they rcad, and in their application
of new insights to their own lives.

In their grasp of symbolic meanings:
The .more able readers respond about
cqually to literal meaning, implied
meaning, and opportunitics to offer crit-
ical cvaluations; whereas the less able
rcaders respond almost exclusively to
literal meaning. The more able also
tend to be more objective and imper-
sonal in their interpretations, The less

able are more likely to confuse their -

own ideas with those of the author,

7 Marion Dixon {cnkinson. **Selected Processes
and_ Difficultics of ding Comprehension.” Un.
gzt:lbhshgd doctoral dmsertation, Department of
ucation, University of Chicago, 195{7‘. ..

In the positiveness of their ‘attitudes
toward literature.

In their background knowledge of
pocts and poetry.

In the degree- of satisfaction they
have derived from their previous exper-
iences in reading literature.

It should be emphasized that individ-
ual differences as well as group dif-
ferences are to be found among able

- readers and less able readers.

Since the reading process demands
an ever active intelligence, it changes
according to the nature and difficulty
of the reading material.. The reader
“must select, repress, soften, empha-
size, correlate, and organize, all under
the influence of the right mental set
or purpose or demand.’*?

Adult readers are highly influenced
by their interests and attitudes, which
affect their interpretation of the au-
thor’s ideas.

Reading achievement—the prod-
uct—depends upon the prerequisites
that the individual possesses for a
given reading task, the processes he
uses, and the skill of the teaclier.

Procedures

What are the optimal procedures
for teaching reading to children at a
given chronological or mental age?
To answer this we must have an un-
derstanding of the product—of what
the learner can do when he has real-
ized - the objectives; we must know
what prerequisites he brings to the
learning situation; and we must
know what processes he uses. I have
often described the teaching process
by using this formula :

The focus is on O—the individual

TThorndike, op. cit.
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student. His physical condition, his
need and desire to read, his mental
ability, his previously learned skills
and previously acquired knowledge,
his concept of himself—any or all of
the underlying factors already men-
tioned may make him more or less
responsive to the teacher’s instruc-
tion.

Starting with an understanding of
the student, the teacher is next con-
cerned with the situation—S. This is
the classroom situation over which
the teacher has most control—attrac-
tive physical conditions, and atmo-
sphere conducive to learning, and
reacding material of suitable format,
difficulty, and appeal.

. The student responses—R—are to
the situation. Each experience leaves
a trace—T—on his nervous system:
this affects his general perception—P
—of the next situation in which read-
ing is involved.

This, I sometimes tell students, is
the psychology of teaching reading in
a nutshell, to which one sprightly stu-
dent. responded: “The psychology of
teaching reading is too complex to
put in a nutshell, even a coconut
shell !”

Concluding Statement

I have outlined tlhh man stages in
the reading process, as I understand
it, from intake—the stimuli .of a

printed page or passage—to output in
the form of vocal or motor respon-
ses. . g

The first sequential stages have
been quite clearly defined : auditory
reception, visual reception, percep-
tion, and conceptualization. The °
higher association processes involved -
in the reading process are beginning
to be explored through observation,
analysis of errors, the reader’s re-
sponses to unstructured questions,
and introspective and retrospective
reports.

I have become more aware of the
necessity for a case stucdy approach to
an understanding of the reading
process by my recent work with
ninth grade severely retarded read-
ers, who have experienced years of
failure and frustration in learning to
read, Marie, to whom I have previ-
ously referred, is one of this group.
The variation in their responses in
different reading situations is aston-
ishing. One boy whose score initially
on the Gray Oral Reading Test on
first grade level was, after twelve
hours of individual instruction, able
to pass the official driver’s license ex-
amination with a score of 96. In the
first individual session, the worker,
Mrs. E. Louise -Knopf,- asked him
whether he would prefer to learn
word attack skills in connection with
a story he wanted. to read, or begin
with systematic instruction in reading
awd go zhead as fast as and as far as
he could. He chose the first of theal-
ternatives. This approach was - not
successiui. The book he had chosen
was written on third to fourth grade
level of difficulty, and it was not as
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interesting as he had anticipated. He
stumbled over almost every word.

In the course of conversation with
the worker, he mentioned his desire
to get a driver’s license. As a first
step he collected and learned a large
number of road signs. Then he tack-
led the driver’s manual. The worker
read him a section at a time: they
-discussed it; they formulated ques-
tions that might be asked on the ex-
amination; he faced and mastered
difficult key words like wehicle that
might be included in the test. Then
he would give orally his answer to
each question. When he was satisfied
that the answer was complete and
correct, he dictated it to the worker.

__. She wrote it and typed it for him to

read the next period. In this way he
made his own driver’s manual which
he could read and reread fluently and
with full comprehension. -

Another boy initially scored below
fifth grade level on standardized si-
lent reading tests and still lower on
the Gray Oral Reading Test. In a se-
ries of individual conferences he read
and comprehended far more difficult
material. He read aloud with few er-
rors paragraphs from Mark Twain,
Lincoln’s Gettysburg address, a selec-
tion from a biology high school text,
and articles in Hot Rod magazine.
Under the stimulus of a friendly
tutor, he began to read the newspaper
—as much as he could understand of
the sports page, the comics, and the
front page news.

We can only speculate concerning
this discrepancy between test results
and performance under the most fa-
vorable conditions. Here are some
possible explanations :

Interest in the content of the more
difficult material gencrated s maxi-
mum of effort.

Content that had little or no meaning,
use, or interest to him, was rejected and
consequently evoked no effort.

Content that was immature and read
by younger children decreased his self-
esteem and aroused his resistance to
reading.

Previous instruction in phonics, sylla-
bication, and other word recognition
skills may have lain dormant until he
had a real nced or sufficient motivation
to apply them. -

Although his concept of himself had
been lowered by being called “dumb”
and “stupid”. and by repeated experi-
ences of failure, he still may have re-
tained a deep-seated desirc to make
himself as “good” and complete as pos-
sible. When the opportunity to develop
his potentialities was offered and the
boy experienced some success, he was
stimmlated and challenged to do his best.

The negative influence of his class-
mates was not operating in the individ-
ual learning situation.

The relationship with the worker—a
relationship of friendly, sincere, positive
regard and an expectation that he could
and would improve his reading, sup-
ported him in his cfforts to use-the_abil-
itics he did possess in getting the mean-
ing of selections of real interest to him.

Experiences ‘ike these have con-
vinced me tha what I have called
product or goals, prerequisites, proc-
ess, and teaching procedures are all
interwoven. To understand an indi-
vidual’s reading development, we need
to he aware of all of these interacting

" aspects.
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Problems and. Research Considerations in
Reading Comprehension

JAMmEs F. KerrooT*

READ]NG comprehension has long
been regarded as one of the
most important areas in reading in-
struction. Unhappily, the complexity
of reading comprehension has gen-
erated much confusion. Definitions
have been largely inconsistent and
instructional programs have been or-
ganized chiefly by intuition.

There are many classifications of
comprehension skills. They are at
once useful and confounding. Clas-
sifications have been useful in pro-
viding teachers with a sense of direc-
tion in developing comprehension
ability. But classifications proliferate.
Teachers who do not confine their
study to a single reading textbook are
soon overwhelimed by the accumula-
tion of overlapping terminology. This
paper addresses itself to the problem
of confusion in comprehension and
discusses the following five topics:
(1) What are the areas of confusion?
(2) What are the critical problems
in reading comprehension?
What are the sources of confusion?
(4) What recommendations are in-
dicated? (5) What specific research
should be investigated?

Areas of Confusion

Difficulties in reading textbooks.
One major area of difficulty encoun-
tered by the student of reading com-
prehension involves the reasonable
but highly individual use of terminol-
ogy by the authors of reading text-

(3)°

books. The major comprehension
types developed by one author be-
come the minor types of another, and
terms descriptive of one type of com-
prehension skill may stand for an en-
tirely different type of ability in two
independent classifications. Since we
are never totally pleased with the
classifications which precede our
own, reading theorists have been led
to personalize comprehension with
their own unique labels.

The result of this practice has been
the evolution of a vocabulary that is
characterized by the “synonym” and
in some cases by contradiction. Ac-
ceptance of the “synonym” by the
student is basic to an understanding
of reading comprehension. Rejection
of the “synonym” is the fact of read-
ing comprehension for the author.
Perspectives in comprehension are
varied, but three types of classifica-
tion are commonly used.

Reading comprehension has been
frequently classified by units of ma-
-terial. Uniqueness is attributed to the
reading behaviors involved in com-
prehension of words, phrases, sen-
tences, paragraphs, and total selec-
tions. These behaviors are thought by .
some to represent “gcncral reading
comprehcnsion ability.” Terminology
is fairly consistent within this class;-
fication scheme. .

A second type of classification in-
volves rate-or the care which is de-

voted to a comprehension task. The

*The Reading Teacher, 18, (January 1965) , 250-256.
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following examples illustrate this type
of comprehension and some of the
vocabulary difficulties.

Yoakam ([0) lists: careful read-

ing, normal reading, rapid reading;

and skimming.

Berg, Taylor, and Frackenpohl
(1) list: careful reading, usual read-
ing, accelerated reading, and selec-
tive reading. They break down selec-
tive reading to include skimming and
scanning. Skimming for Yoakam in-
cludes- scanning.

Spache and Bcrg (7) consndcr
.skimming and scanning as types of
rapid reading, while Berg, Taylor,
and Frackenpohl are careful to dis-
tinguish skimming and scanning
from accelerated reading which is the
cqulvalcnt of Yoakam’s rapid read-
ing. Rate classifications by other the-
orists add to the confusions which
are evident here.

A still more confusing third clas-
sification is concerned with reading
for various purposes and involves
what Bond (2) calls “the specific
comprehension abilities.” Since read-
ing purposes may be so varied, this
type of classification is often elabo-
rate, and the commonalities among
classifications often obscured. The
following examples taken from clas-
sifications by outstanding members
of the reading profession should illus-
trate the point.

Reading to predict outcomes is: a
subheading of Bond’s (2) “Reading
to Interpret,” part of Durrell’s (3)
“Elaborative Thinking,” and a sub-
heading of Russell’s (6) “Creative
Reading.” :

Making inferences is: for Bond

“interpretive reading,” for Durrell

“elaborative thinking,” and for Rus-
sell “creative reading.”

Differentiating fact from opinion
is: for Bond ‘‘reading to evaluate,”
for Durrell “critical reading,” and for
Russell a type of “creative reading.”
Comprehension has also been classi-
fied by: life uses, the process in-
volved, the content being read, and a
variety of involvements with the more
mechanical study skills.

Difficulties in reading tests. A sec-
ond major area of difficulty involves
the differences in tests of reading
comprehension which purport to
measure a particular ability. Perhaps
the greéatest point of weakness is the
test which measures “‘general com-
prehension ability.” What is “general
comprehension ability?”’ Let us con-
sider the measurement of this ability
as approached by three different
instruments.

The Durrell-Sullivan Reading Ca-
pacity and Achievement Tests, Pri-
mary Form, measure the comprehen-
sion of each of several paragraphs by
the use of five multiple-choice ques-
tions.

The Stanford Achievemeng Tests,
Primary IT Battery, measure the com-
prehension of each of several para-
graphs using a contextual approach.
Words or phrases are to be selected
to fill in blank spaces.

The Gates Advanced Primary
Reading Test, Paragraph Reading,
measures the ‘comprehension of para-
graphs by asking the child to follow
directions given in each paragraph.

All three of these instruments
measure “reading comprehension.”
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Investigators using any of these in-
struments may report the effect of an
experimental treatment on “reading
comprehension.” Are we sure that
they are all measuring the same
ability? When two investigators re-
port conflicting results regarding
growth in reading comprehension,
perhaps we should take a close look
at the instruments.

In the area of specific comprehen-
sion tests, the problems are similar
but more complex since terminology
is again confounding, and skills
treated separately by one test maker
may be combined by another. Tests

of specific comprehension abilities - -

such as the Gates Basic Reading
Tests or the Developmental Reading
Tests reflect the importance attrib-
uted to the separate testing and
teaching of specific comprehension
—Abilities. If a specific comprehension
ability such as reading to follow di-
rections is distinct from general com-
prehension ability, what is being

measured by a test of general com- .

prehension ability to which the child
responds by following directions?

Such questions not only illustrate
the problem but suggest some possi-
ble directions for thorough re-exam-
ination.

Difficulties in reading programs.
A third major area of difficulty in-
- volves the materials of instruction.
As long as teachers follow step-by-
step the program outlined in the
teachers manual, they are not trou-
bled by the kinds of problems we
have been discussing. But teaching
involves much more than following
a long-range plan. It involves adjust-
ment of instruction to individual

I |

needs. Adjustment must be based on
appraisal, and appraisal leads us back
again to the semantic forest where
elms are oaks, interpret is creative,
and critical I is not critical II. We
may be alerted to deficiency through
appraisal, but appraisal must be di-
rected toward improving instruction,
and improving instruction implies
that we know what we are tryinz to
improve. Is there a series of behaviors
representative of the wider range of
measurable comprehension abilities
which can be generalized to the totil
range through instruction? Or, must
test equivalent exercises be used to
provide experiences to improve coin-
prehension? Effective instruction de-
mands goal clarity. In the present
state of comprehension, ambiguity
predominates.

Critical Problems in Reading
Comprehension T

Confusions in the theory, measure-
ment, and materials of reading com-
prehension have limited our effective-
ness in two critical areas.

Problems in research interpreta-
tion. The first critical area in which
ambiguity has been disabling is the
interpretation of research. Suppose,
for example, that two investigators
comparing the same two methods get
conflicting results in vocabulary and
reading comprehension. Can these
results be directly compared? Many
factors might account for the ob-
served differences, but let us consider
the effect of terminology alone. How
is vocabulary measured? Kelley (5)
in 1932 located twenty-six separate
item forms for vocabulary tests used
at that time. Shall we assume that
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they are all comparable and that any-
thing called vocabulary may be com-
pared directly with anything' else
called vocabulary? - As previously
mentioned, the same wroblem exists
with comprehension but is much
more complex. Direct comparisons of
comprchension studies in the investi-
gators’ terms, thercfore, scem highly
inappropriate; and application of
such surface information may often
be misdirected.

Problems in the testing-teaching
situation. The second critical area is
the testing-teaching situation. Here
teachers are faced with all the prob-
lems involving measurement of com-
prehension (and the materials of
comprehension), and in addition the
problem of matching the instruction-
al materials to the measuring instru-
ments. This kind of problem is rep-
resented in the following example.

A child deficient int-reading—to
evaluate-interpret on the Devclop-
mental Reading Tests is given exer-
cises from available materials to im-
prove these skills. The exercises are
drawn from those which are listed in
the materials under the titles “Evalu-
ate” and “Interpret,” and the teacher
assumes that exercises labeled “Eval-
uative” are appropirate for a child
whose deficiency is labeled “Evalua-
tive.” It should be clear at this point
that labels often do not represent
equivalent behaviors and that assum-
ing equivalence may result in ineffec-
tive teaching.

Sources of Confusion

How has such confusion come
about? Two sources which have con-
tributed to the confusion are: the

relationship of comprehension to in-
telligence and the use of terminology
as personal convenience.

Confusion through relationship to
intelligence. Reading is frequently re-
ferred to as a thinking process. We
tend to accept the increasing correla-
tions between I1.Q. and reading
achicvement as we advance through
the grades as evidence of the increas-
ing involvement of the higher
thought processes as the program
grows in comprehension emphasis. It
is not strange that theories of read-
ing comprehension should closely
parallel theories of intelligence, and
the issues in defining intelligence are
far from resolved. The same diffi-
culties which plague us in dealing -
with intelligence are present in our
deliberations about reading compre-
hension. Spearman (8) was mistaken
when he wrote in 1927 that “Chaos
can go no farther.” He then added,
“Intelligence has become a mere vo-
cal sound, a word with so many
meanings that it finally has none.”
This statement could not be more
appropriate if it had been intention-
ally directed toward reading compre-
hension. A few parallels between in-
tclligence and comprehension theo-
ries may be of interest.

The monarchic doctrine of intelli-
gence, which we might associate with
Stern’s (9) thinking, considers intel-
ligence to be a kind of adaptive pow-
er in new situations. This doctrine is
similar to the view that reading com-
prehension ability is unitary and that
unique reading behaviors are only
specialized aspects of comprchension
differentiated by the experiences of
the learner.
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A morc frequently held position in
comprehension theory resembles that
of Spearman (8) on intelligence,
which recognizes a general factor to-
gether with several specific abilities.
However, the commonalities among
two factor theorists disappear when
an attempt is made to define those
abilities.

Intelligence has been viewed by
Guilford (4) as a three-dimensional
structure. Each of many separate
abilities is thought to involve a men-
tal operation, a content dr kind of
material, and a product or form in
which the information is cast. This
theory combines some separate per-
spectives in a manner which could
have some promise for reading com-
prehension:

One noteworthy attempt to com-
bine perspectives in comprehension
was made by Yoakam (10). He dis-
cussed purposes for reading in terms
of work or recreatory life uses within
each of the rate categories: skim-
ming, rapid, normal, and careful.

A promising approach related
somewhat to Guilford’s (4) structure
of intellect model might classify pur-
poses within units and within rates.
For example, we might speak of pre-
dicting outcomes from carefully read
paragraphs. The terminology is still
disturbing, but the three-dimensional
structure may prove to be a useful
device. .

Problems in the testing-teaching
situation. A second source of confu-
sion in reading comprehension is that
of labeling as a personal convenience.
Terms must of course be employed
if processes are to be described. The

choice of terms is not being criticized
here, since the terms selected by au-
thors of comprehension discussions
are usually reasonable ones. What is
being questioned is the practice of
personal labeling which forces the
consumer to reconcile differences in
perspective. Labels are useful when
they serve as a descriptive conveni-
ence. However, the accumulation of
such personal conveniences has been
encumbering and has seriously lim-
ited the applications that can be
made of comprehension data.

llccommondcﬂo.ns

We are faced then with the prob-
lem of inconsistency in both theoreti-
cal basc and descriptive terminology.
Four suggestions may be helpful to
us in understanding and working
with reading comprehension.

First, it is suggested that teachers
and research consumers become in-
dependent of labels. The materials
of measurement and development in
reading comprehension must be re-
lated in terms of the tasks repre-
sented, without regard tc nomencla-
ture. Teachers must therefore go be-
yond the labels of comprehension and
look directly at the tasks. Instruc-
tional decisions can then be based on
observable operations rather than on
implied process.

Second, it is strongly suggested
that comprehension be approached
through operational definitions. To
be thoroughly opcrational in descrip-
tion would be a significant advance
over our present practice of personal
reporting. However, to specify oper-
ations in terms of specific materials
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would make the inass of uncoordi-
nated research largely incontrastable.
It is possible, however, that we may
be sufficiently operational to avoid
naming the material and yet escape
term ambiguity. The criterion for an
effective comprehension definition or
description should perhaps be facili-
ty in replicating that operation from
the definition or description. For ex-
ample, we may speak of following
directions in sentence length material.
To report growth in this ability is a
considerable clarification of what
nught have been rcportcd as growth
in reading to organize.

Third, it is suggested that an at-
tempt be made to operationally clas-
sify reading comprehension. Such a
classxﬁcatxon would provide us with
a tool to aid d&cnpnon and evalua-
tion of our work in comprehension.
Labcls could then be assigned to any
combination of operations for de-
scriptive convenience. But writers
would be able to identify the specifics
in cach of their contrived categories,
and we would know with some exact-
ness what was being described.

Fourth, it is sugges*sd that the
accumulated data of rcading com-
prehension be operationally re-eval-
uated. Efforts dirccted toward clari-
fving present researck might resolve
a number of inconsistencics, be pro-
ductive of new insights, and suggest
future dircctions for study.

Problems for Research

To implement the preceding rec-
ommendations, research might be
directed toward the solution of the
following ten specific problems:

-

~

Problem one. What comprchen-
sion models have been proposed by
reading theorists, and what model of
consistent terminology should be used
to classify reading comprehension?

Problem two. What comprehen-
sion abilities are identified by read-
ing theorists?

Problem three. What comprchcn-

sion abilities are measured by read-
ing tests?

Problem four. What comprchen-
sion abilities are developed by read-
ing programs as described in the
teacher’s manuals, and with what
emphasis in each series?

Problem five. What comprehen-
sion abilitics appear most important
in terms of frequency in the areas of
theory, measurement, and program,
and which categories_of the theoreti-
cal model receive little emphasis?

Problem six. How closely do read-
ing theorists, reading tests, and read-
ing programs agree on the compre-
hension abilities identified and the
cmphasis given to each?

Problem seven. What comprehen-
sion abilities have been identified by
factor analytic studies as reinterpret-
ed in terms of the model?

Problem eight. How independent
are the abilities identified?

Problem nine. Which abilities in
terms of emphasis and independence
appear to be important to measure
and develop?

Problem ten. What interpretations
of present research may be provided
by a re-examination with reference
to the model?

Reading comprchcnsnon is com-
plex, and difficulties will not easily



Y

GENERAL NATURR

be resolved, but a classroom inde-
pendent of labels, an operational ap-
proach to curren: :sscarch problems,
and cooperative efiort toward redef-
inition and re-evaluation may help
us to reduce ambiguity and to restore

communication.
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COMMENT

In this penctrating analysis Ker-
foot has located a number of areas
of confusion in the teaching of com-
prehension. His clear demonstration
of ambiguity in labeling comprehen-
sion abilities calls for a major re-
search and instructional effort to
clear away the problems that impre-
cise terminology has caused.

Some of the confusion comes from
the lack of specificity with which
psychologists have been able to con-
ceptualize and label the thinking
processes. A partial solution of the
problems which Kerfoot cites can
come from our cfforts to be precise
in our use of terms. Some of the solu-
tions can come from new insights
provided by learning psychologists,
but more likely from persons in read-
ing who apply the findings of leam-
ing rescarch to specific v+2ding situa-
tions.—T.c.
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DEVELOPMENTAL SEQUENCES AND LEVELS

Too many teachers, and the children they teach, are satisfied to attain
literal comjrehension. However, the truly cffective reader puts each passage
into_context—relaticuship to surrousiding passages, credibility in terms of
previous learnings through life experiences as well as previous reading, per-
tinence to the problems in mind when reading of a passage began, intent of
the author, intentional slant of ideas, omission of enlightening details, and
other factors affecting authenticity.

The ability to read between and beyond the lines, to read critically is
undoubtedly a developmental aspect of reading, and growing maturity
should contribute to the ability and tendency to read in depth. Too, any
onc person at any one time may read at different levels—skimming to get
information in literal fashion, scanning to determine pertinency to a spe-
cific problem, veading closely to determine the rvelative completeness or au-
thenticity of the presentation, intensive study to decide on the possible
ways of applying the ideas in an invention or original contrivance.

Whether in grade one or :n the graduate level in the university, chil-
dren and youth need definite guidance that will enable them to read at the
levels of comprehension best suited to their purposes and needs to be satis-

fied through reading.

Reading for Depth

NirA BANTON Smith®

NE OF the most urgent educational
nceds of young people at the present
time is that of learning to read in greater
depth. One of the most urgent needs of
teachers is that of recognizing depth-
readii,g processes and providing for their
development. Concern for these needs
constitutes the substance of this paper.
First,. let us consider the need for rec-
ognizing the different categories of mean-
ing-getting processes in reading. To do
this we must break down the big blanket
term of comprebension. This word en-
tered our reading vocabulary back in the
early twenties when we first began to give
attention to meanings. We have used it
indiscriminatively ever since and in my
opinion this omnibus term has stood in
the way of developing true depth in read-
ing. There are different kinds of compre-
hension which in turn call fur the use of
different mental processes. Depth reading
cannot be developed by teaching “com-
prehension™ as a lump sum. ’
The different categories of meaning-get-

ting processes as I sce them are: (1) lit-
eral comprehension, (2) interpretation,
and (3) critical reading.

Litzval comprebension names the skill
of getting the primary, direct, literal
meaning of a word, idea or sentence in
context. There is no depth in this kind of
reading. It is the lowest rung in the mean-
ing-getting ladder, yet it is the one on
which teachers of the past have given the
most practice.

On the other hand interpretation probes
for greater depth. It is concerned with
supplying meanings not directly stated in
text. In interpretation the reader must
think back of the mere symbols and infer
meanings not directly apparent in the
word symbols, themselves.

The thisd growth area is critical read-
ing, the one with which we are directly
concerned in this program. Many people
apply the term critical reading to any kind
of careful, discriminative seading. For
skill development purposes, I like to
single out critical reading as a special kind

*Reading and Inguiry, IRA Proceedings, 10, (1963) , 117-119.
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of reading requiting special teaching
techniques.

Critical reading, as I see it, is the third
level in the hierarchy of reading-for-
meaning skills. It involves the literal com-
g:lchcnsion and the intcr}‘rmtion skills,

t it goes further than either of these in
that the reader evaluates, and passes per-
sonal judgment on the quality, value, ac-
curacy and truthfulness of what is read.

This distinction is sppropriate in terms
of the meaning of the word rritvical, an
adjective derived from the 1emn critic
which in turn has as one of its foreign
sources the Groek word krinein meining
“to judge, discern.”

One dictionary definition of eritical is
“exercising or involving careful judg-
ment; exact; nicely judicious a5 a critical
examination.” Another dictionary defines
critical as “to judge with severity.”

Critic is dfined as “'one who expresses
a reasoned opinion - . . on any matter . . .
involving a2 judgment of its value, truth
or rightcousness . . " Criticism is defined
as A criticai obseevation or judgment;”
and criticize is defined thus, “to examine
and judge as a critic.”

In consideration of the meaning of
critical it would appear that we are stretch-
ing things a bit too far when we lum
together practically all of the skills that
make use of thinking processes in reading
under the present popular term of “Criti-
cal Reading." For the sake of having
clear-cut objectives in teaching, might it
be advantageous to designate critical read-
ing as the kind of reading done when
personal judgment and evaluation are
involved.

There is a grave need at this time for
us to develop this higher skill of critical
reading. In fact this need is so urgent that
it should be considered as a national obli-
gation. The Americar. citizen of- today
needs to be fully acquainted with the
happenings in his <cuntry but the time
has passed in which he can be smugly
«oncemed alone with events which take
place in the United States. He is involved
with the whole world and the whole

world is involved with him. World events
are having, wili continue for a long time
to have, tremendous impacts on us in
America personally, socizlly and politi-
cally.

l-l;om whence does the most of this in-
formation come and who interprets it?
For all to« many people the major source
of natiosal and world affairs is TV or
radio, and this news is either presented as
a list of headlines without intetpretation;
or if interpretation is made it is translated
to us in the light of the individual belief,
judgment or interest of the commentator.
TV and radio are powerful molders of
opinion because people accept their cap-
sule statements and comments without
acquainting themsclves with the back-
grourd necessary in interpreting the facts
and arriving at their own conclusions.

It is true that the business or profes-
sional man may snatch a paper at the
news-stand to read on his way to or from
work or perhaps he and his family may
read a daily newspaper left on the door-
step of his home. In cither case he will
come in contact with world news in more
detail than given by TV or radio, but
again let us ask who interprets this world
news for him? 1t iz the reporter or editor
who writes the account of a happening; it
is he who gives his vicwpoint concerning
the event and its implications. We need
desperately at this moment in our history
to develop individuals who will read about
an important cvent in two or three news-
papers and magazines, comparing the in-
formation given, sifting the wheat from
the chaff, arriving at their own conclu-
sions, and sensing implications for them-
selves as American citizens.

I was in an eighth grade classroom re-
cer1ly when the teacher asked the students
what had happened in Vietnam the dav
before. All ofptcl?cm did know what ha.
happened but discussion was meager. 1
aslfed. "How many heard about this event
over TV? How many oveér radio? How
many read about it in 2 newspaper?” The
most of them had heard about it over TV,
two or three over radio. None had read
abont it in 2 newspaper. No wonder they
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couldn’t discuss the situation. They had
no background of detai' or variance of
opinion. One of the most urgent things
that we can do is to get students to read
widely and critically about current hap-
penings.

Propaganda is another facet for critical
reading consideration. Propaganda has
been defined as “any intentional attempt
to. persuade persons to accept a point of
view or to take a certain line of action.”
With so many people these days trying to
change our thinking and to influence-our

behavior through printed material, we as

teachers should be acquainted with the
dangers of propaganda and should teach

our students to recognize some of the-

major techniques by the propagan-
dists in political speeches, advertisements,
editorials, cartoons, billboard announce-
ments; in fact wherever it is found in a
world that is now teeming with propa-
ganda intentions.

Students in the junior high school have
reached a degree of mental maturity which
makes it possible for them to do careful

critical reading. Let's give them abundant

practice in using this important skill.

i
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Necessary Preschool Experiences for

Comprehending Reading

MAarioN MONROE®

THERE is perhaps no one area in Ameri-
can education that has received more
popular attention than that of how to
teach Johnny to read. If only the teacher
would use this or that technique, Johnny
would have no difficulty.

Every child that comes to school, how-
ever, brings with him his own unique
experiences which affect his ability to learn
to read, for good or for ill. Each new
learning experience is modified by the
experiences of the past.”

The ease with which a child icarns to
read depends upon four variables, (1) the
child, whose abilities and experiences are
uniquely his, (2) the teacher who also
varies in her abilities, training, experience
and understanding of children, (3) the
content of the material the child is asked
to read, and (4) the group in which he
is placed to learn. .

All these factors and many more make
leaming to read a complicated procedure.
It is not surprising that every year many
children encounter difficulties in learning
to_read: In this paper, I will consider

chiefly the preschool experiences which -

get a child off to a good start in leaming
to read and those which may serve to
retard the child’s beginning efforts.

A child’s preschool experiences with
books set the stage for motivating learning
to read. A child who has had pleasurable
experiences in hearing stories read aloud
to him has a preview of the rewards of
reading. He looks forward to reading by
himself, to take his place in a cultured
family group. He knows that printed

_words stand for language. The print in

books cues the oral reader as to what to
say.

YA child who lacks these happy experi-
ences with books has little desire to.read.
He may reject reading from the start, as
something that does not appeal to him,
and for which-he-sees no use. ’

* Reading and Inquiry, IRA Proceedings, 10, (1963) , 45-16.

Reading is one of the language arts.
The child obtains ideas from printed
language in much the same¢ way that k.
understands spoken language. If a child
has heard and used language patterns like
those in books, he has a basis for com-
prehending the book. As one child said,
“Reading is just talk wrote down.” Read-
ing, however, is more than just de-coding
a set of printed symbols into spoken words
and recalling what the words mean. The
printed text in a primer is formulated in
standard speech, while the child’s use of
language may be anything but standard.
The child who comprehends “Tom gotta
dog™ does not necessarily comprehend
“Tom has a_dog.” The child who says
“"Whatcha gonna do?” may not immedi-
ately understand the printed words,
“What are_you going to do?" Dialects,
foreign language, substandard English,
and simply the fact that =2 usually.run
the sounds of spoken words together in
the pattern of conversational speech, may
make the printed Janguage in a book seem
as strange and devoid of meaning to some
children as if they were mastering an
almost new language. .

A scale is presented here for evaluating
a child’s language ability in interpreting
pictures. Select pictures- in which two or
more characters are engaged in some in-
teresting activity. Ask the-pupil, "What is
this picture about?” Record his verbal
response and classify its level on these
steps. :

Step1. The child merely shrugs his
»j;oulders and does not reply.
He may venture to name some
of the objects in the picture,
i, "“dog” “boy,” "It's a

_ kitten.”

Step 2, The child describes what the

characters are doing, i.c., "The

dog’s jumping up,” The

baby’s eating.”
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Step 3. The child expresses a relation-
ship between the characters or
objects. “The boy's playing ball
with the dog.”

. Step4. The child sees the picture as’

one patt of a narrative. He
gives _relationships of time,
place, cause-effect. ““The boys
are building a bird house. They
will _put it up in a tree so a
- bird can built a nest in it.”

Step 5. The child reacts to the mood
of the picture, perceives the
emotional reactions of the
characters, and draws a con-
clusion or evaluates the actions,
“This picture’s about camping.
Its a dark night and the
* children are kind of scared.
- They're singing songs around
a campfire. Wild animals

won't come near -a fire.”
Children who have not reached Step 3
or Step 4 on this scale scarcely have de-

. veloped sufficient” language ability to

interpret a picture in a primer :nd react
to the narrative text that accompznies the
_developed in pre-reading activities if
the child 1s of average mental ability.
The non-English speaking children will
need to learn the names of familiar objects
in the environment and in the pictures.

_ By asking, “"What is the boy doing?"”

"Where is-he?” "Why is he painting the
wagon?” "What will he do next?”” “"How

does he feel?” you can encourage the’

growth of vocabulary and sentence usage.

Not every child who uses language well
is ready to read, however. A printed word
is a complex organization of small forms
and shapes called letters. Some hildren
have never had the visual experience of
comparing-and examining the small de-
tails of objects.

In order to discuss and compare visual
qualities the children need to develop a
vocabulary of descriptive terms, large,
small, round, square, pointed, straight,
curved, to the right, to the left, above,
below, upside down'and so on. Armed
with a descriptive vocabulary, the child is

prepared to compare and describe printed |

&cture. Fortunately many verbal skills can’

words and letters.

Accurate description indicates accurate
perception and relates visual and language
devclopment.

The child in reading moves his eyes

from left to right. Children who have had
the “funnies™ in newspapers read to them
as they follow the row of pictures across
and " down _the “page .may- have already
established the habit of left-to-right pro-
gression. To discover children who have
not established the conventional habit of
looking fron. e left toward the right,
you may make a card containing several
rows of pictures, Ask a child to name

_ the pictures, and observe the order in~
which he does so. . - L

Early preschool experiences with rhym
and jingles help to prepare children for
listening to the sequence of sounds in
words, to find words that begin or end
with similar sounds. Children whose pre-
school lives have been barren of these
joyful experiences in listening need to be
E:ovided with such experiences before

ginning to learn to read..

Learning to read is a complex process
which has its beginnings long before the
child actually associates printed symbols
with their language meanings. So-called
reading readiness activities are actually the
early basic steps toward reading that many
children go through in cultured homes

_where- they are exposed to. the reading
activities of parents and families. If a

child has missed these ex'periences at
home it is only a matter of wisdom to
provide him with the most essential of
them in his early days at school. "Well
begun is half done” is an adage that bears
fruit in the process of learning to read.
-Pre-reading. activities that sharpen a
child's perceptive abilities may be likened
to giving him foreknowledge of the tools
of his trade. An artist needs to know how
to use his tools. But goed tools alone do
not make an artist. He must have within
himself the picture he wants to paint. So
it is with the potential reader. He must
have within himself the need and desire
to rcad because he knows what the re-

wards will be. .

%
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And Beyond the Lines

VirGINIA CUTTER*

ONB OF THE MA JOR responsibilities of
. today's teachers is teaching reading

as a thinking process, teaching children
to think as they read. For it is the think-
ing ‘reader—the critical reader—who has
the foundation for evaluating what he
reads. In discussing the building of this
- foundation, we may begin with Helen M.
Robinson's reminder that “critical read-
ing is based on, or is.an instance of,
critical thinking.””?

Edgar Dale defines critical thinking as
"thinkir:ig which has been systematically
criticized,” as “'the kind of sustained

“thinking necessary to deal adequately -
... Howanl .

‘with such questions as:
improve my teaching?’ "2 It leads to the
kind of reading that asks such questions
as, "Should Antigone have been loyal to
her dead brother, Polynices, or to her
country?” And what does this play have
te do with my life today? And why is it
considered a “classic” anyway?
Morttimer J. Adler, in How t0 Read a
Book, describes the kind of reading neces-
sary to produce this kind of thinking:

When [people] are in love and are
reading a love letter, they read for-all
they are worth. They read every word
three ways: they fead between the lines
and in the margins; they read the whole
in terms of the parts, and each part in
terms of the whole; they grow sensitive to
context and ambiguity, to insinuation and
implication; they perceive the color of
words, -the - odor of phrases, and the
weight of sentences. They may even take

unctuation mto account. Then, if never

fore .or after, they read?
We might summarize his delightful
description by saying that critical reading
tHelen M. Robinson. "Developing Critical Read-
ers,” Dimensions of Critical Reading., vol. XI,

Proceedings of the Annual Education and Readin
f;g\‘fersmces. Ne:ark: Universitylmof Delaware‘,

2Edgac Dale. "Teac{\(i:ng Critical Thinking,”’® The

News Letter. vol. XX
IMortimer J. Adler. How to Read & Book. New
York: Simon and Schuster, Inc. 1956, 14.

, No. 4. January 1956.

*Vistas in Reading, IRA Proceedings, 11, Part 1,

—whether it involves reading a news

story in the moming’s newspaper or a
masttszzgiece by Nathaniel Hawthome in
the school textbook, or a love letter—

‘should involve three levels of compre-

hension.

Reading the lines: -

WHAT DID HE SAY?

Reading between the lines:

WHAT DID HE MEAN?

Reading beyond the lines: - ‘
WHAT GENERALIZATIONS MAY
BE DRAWN? .

WHAT EVALUATIONS -MAY I
MAKE? - e

As we are concerned with teaching these
levels of reading in all types of literature,
we are, of course, actively engaged in
teaching critical reading of literature.

" We must begin with what we might
call the facts—the words in the sentences,
the sentences in the para%raphs, the para-
graphs ‘in the work of literature. What
do they say? To teach critical reading, we
must have a passion for accuracy.”One

- day, a child in a teacher’s class read the

~aed home -as house. The teacher’s first
reaction-was to ignore the substitution; it -

- was such an easy error to make. Then

she realized that bouse had few of the

_ rich connotations of the word home as it

was used in the story. By misreading the
word, the child had been unaware of
some of the "facts” of the story. A whole

int would have been lost, the teacher
who told this story reported, had she
accepted the child’s substitution. Every
teacher has had similar problems, enough
to convince each of them that reading
of literature—reading a poem by Frost or
a short story by Hemingway—begins with
reading the words, the phrases, the sen-
tences as the author wrote them—reading
the lines. .

The sceond level of comprehénsion

becomes possible only when we have
(1966) , 64-68. ‘
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mastered the first. A student can_read_
between the lines only when he can read
the lines. What did the author really
mean? What inferences may be drawn?
What is Emily Dickinson really saying
when she speaks figuratively? Why does
Shakespeare begin J#lius Caesar with the

‘scene that he does? Why does e. e. cum-

mings call the balloon man “goat-
footed?” Why? Why?2 And for every
answer there must be proof in the litera-
ture itself. It's easy to see how develop-
ing this level of comprehension is, in
eﬁgect, developing the ability to think
critically about what .is read; in other
words, to read critically.

Finally we must teach mdinag, beyond
the lines. How do I evaluate this story,
this play, this poem? In the Texas Cur-
riculum Series, the Commission on Eng-
lish reported that the reader must learn
“that no evaluation [of a work of litera-
ture] is permissible (or indeed, possible)
until 2 work has been understood.”
What was said? What does it mean?
Finally, what is it worth? As William S.-
Gray said, "One of the first tasks of a
teacher is to encourage studénts to with-
hold judgment until they are sure they

“fully understand the book or selection

"g

read.
The student can move to the third level
of comprehension only after he has
moved successfully through the first two.
John Simmons wrote in an issue of the

' English Journal:

Teachers require 2 series of reactions to
the literature read, both in_speaking and
writing. In this they are asking for critical
reading, 2 task which should be central to
reading assignments in all secondary con-
tent areas. Students must go beyond mere
passive acceptance, of comprehension; [in
other words, beyond levels one and two]
they must do something with what they
read. In evoking a critical response, teach-
ers are” moving students toward more

$Texas Curriculum Studics. Report of the Com-
mission on English Language -Arts, Report No. 2.
Austin: Texas Education Agency. july 1959, 47,

SWilliam S. Gray. “Increasing the Basic R“dmi
gh'l. d C‘;; g! ;_ - ugm in the st'

chool an ollege. Yorty-sevent earbook of the
National Society %or the Study of Education, Part

" II. Chicago: University of Chicago Press. 1948, 107.

maiure, sophisticated reading activities.*

Everyone, it seems, tells us to teach criti-
cal reading, but very few writers tell us
how to go about that job. .

We begin, according to Anne Stem
mler,” director of the reading-study cen-
ter at the University of Texas, by select-
ing material, literature in our case, within
the experiential. background of our stu-
dents. To expect a junior high school
student to read Eliot's Waste Land criti-
“aally is to expect the impossible. He may
learn to parrot our reactions-to and judg:
ments of such literature, but he cannot,
on his own, read critically literature so
far beyond his realm of experience. Once
appropriate selections- have been made,
Stemmler continues, the art of teaching
critical reading next involves the art of
asking questions. )

To teach comprehension in depth, she
tells us, we must develop the ability to .
ask questions that send the students into
successively deeper levels of meaning.
“Ask low level questions,” she maintains,

_"and you teach low level comprehen-
sion.” The twin arts of question design
and progression are among the most criti-

_cal aspects -of teaching deep-level com-

prehension. Our sequence of questions
may begin with questions that ask for
mere recall: )

What does the author say?

In your own words describe how the
main character looked. :
But our questions must soon progress
beyond this level into the non-hteral:

What does the author mean?

What does the main character symbol-
ize? -
And, finally, to encourage real depth of
understanding, our questions must lead
the student into generalizing, into evalu-
ating, into applying what he had read in
other situations. Once we have designed
our questions and planned their progres-
sion, our task of feaching critical reading
has really just begun. Now, according to

. _ - A . ® . o
Unbersaniing Th. Ension Jowrs, V. B4R
2, February 1965, 101.

TAnne Stemmler. In seminar at The University
of Texas, Srring, 1966.
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Stemmler, we must analyze our questions
for the demands they make upon "the
treader. What reading-thinking abilities
are evoked by each? ‘
Level-onc questions cause little trouble.

-The student is being asked simply to

recall information read, or to search
through the material for specific informa-
tion given. Our students may do these
tasks - with ease. And when they- do,
they're ready to move into the more diffi-
cult, non-literal, level-two. Here even our
high school students may require much

“help. Just exactly what does a student do

to find meanings which are implied? Of
course he brings into play the basic proc-
esses of recalling and searching. But be-
yond these tasks he must analyze, synthe-
size, and extend meanings. In teaching

" the student to handle these tasks, a teach-

er may. well begin by sharing with a
class the steps® through which she has
gone in arriving at implied meanings—a
dificult job for most- teachers . read
easily, and the easier the job the harder
it is to explain to someone else exactly

. how it was done. But what an important

learning experience this can be for the
students. The teacher might take a short
piéce of literature, familiar to the class,
and show them how she read it: how she
analyzed it, categorizing the kinds of in-
cidents, images, words used; how she
drew together—synthesized—the infor-

mation collected; how she generalized -

about what it all added up to, what it

rea’i% meant.

e students are given opportunities to
go through' these same processes. Over
and over on literature well within their
range of ‘experience and ability. Th
learn to amalyze, to synthesize, to extend.
And as they are learning we are constant-
ly aware of their successes-and failures.
___Only when understanding of the work
scems assured, may we move to level-
three questions, those calling for further

_generalizing and evaluating, for applying

insight gained from reading in new sit-
uations. Additional cognitive processes
are involved here. The students must now
compare, contrast, extrapolate. He must

hold in mind a set of criteria and-meas——=——

ure the work being read against that
criteria. Weighing, testing, trying out
ideas, he may need to apply what is in one
situation to other situations. He may
need to call to mind other works of
similar theme or style. He may need to
move beyond the specific to the general.

To help students arrive at this point as
readers, we nced to lead them to formu-
late their own questions and to seek their
own answers:

W hat does the title tell me about this
story? >

W hy does the author begin as he does?
End as he does?

From whose point of view is the story
told ?

Is this point of view significant?
_ What- ties the episodes of the story
together—the characters? the action? the
setting? a stated idea? an implied id ea?

What does every important detail of
the story add up to?

What may the central theme(s); be?

What evidence in thewstary=3upports
the geweralizations I am making?
Questions such as these send the student
to the story itself, not to a summary of
the author’s life or t.-a headnote in 2
textbook. The critical reader must ask and
answer questions such as these. For only
after asking and answering these and
other questions may the student evaluate
the story. And only as he leams to form
valid judgments based on reading not
one, not two, but dozens of stories, does
he truly mature as a reader.

There are still other experiences basic
to teaching our students to read critically.
Somchow we must free them from the
idea that everybody must have exactly the
same response to and interpretation of a
work. They do not have to admire every
pocm we admire, or to read many of
them in just the same way. As we all
know, but somchow our students don’t
seem to, there's evidence in most works
to support more than one valid interpre-
tation. We must help them to undesstand
how their backgrounds and experiences,
different from cverybody clse’s in the

e—
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class, will partly determine how they re-
spond to some works. A simple exercise
like one used by Allen Briggs, professor
of English, Sul Ross State College, is
applicable here. He has his students read
Carl Sandburg's Fog and then draw a
sketch of the cat they see in the last
sentence. Of course we know that our
students can read this poem, can read the
lines and between the lines, and beyond
the lines, and still come up with different
pictures. That a cat is a cat is a cat is not
for our students—all of whom have
known different kinds of cats and who
consequently- react to them in different
ways.

verything that we've said so far has
assumed that our students can, at least,
read the lines. But what about the re-
tarded reader and* critical reading?
Georﬁe Spache, at the Texas Association
fort
in Fcbruary, 1966 told a group that the
retarded reader, particularly at the upper
grades, may lack the word attack skills.

To expect him to move into reading-

levels two and three—to read critically—
before he has mastered level one is un-
realistic. Much modern literature on the

- teaching of the educationally disadvan-

taged student suggests that the teacher
read aloud or present by tape, record, or
other audio-visual media some literature
within the interest and experience range
of the student,- but beyond his present
reading skills. His ability to think criti-
cally, a prerequisite to reading critically,
can be fostered by encouraging discussion
about, and reaction to, what he has heard.
As his skill in reading increases, he can
be led through the same carefully struc-
tured experiences in the reading/tﬁinking
skills that other students have had.

My final comments concem what effect
teaching critical reading as a foundation
for evaluation may actually have on our
teaching—at the seventh, eighth, or ninth
grade, or at whatever level we teach,

First, if we are really using literature
to help our students to read critically,
then we may have to change some of our
present practices. Such reading of litera-

e Improvement of Reading meeting -

ture as described here implies thoughtful
study, careful study, prolonged study.
That kind of study, of course, means the
studying of fewer poems, stories, works
of literature. Notice I didn’t say reading
fewer; I said studying. Our students may
be reading dozens of pieces in and out
of class which we won't st#dy. No longer
must we think in terms of covering an
entire anthology. We must be selective.
For class study, we must severely limit
the number of selections we teach. Thus,
the first result of teaching critical reading
of literature will be—paradoxically—to
teach “less” more! In other words, to
emphasize depth reading, not surface
reading. And it means this at all grades.
Jerome Bruner says that “intellectual ac-
tivity anywhere is- the same, whether at
the frontier of knowledge or in a third-
grade classroom. . . . The difference is in

egree, not in kind.”* For our purposes

we may take that to mean that the sev-
enth grade student may be taught to read
in depth just as the twelfth grade student
is taught. What will be different will be
the kinds of materials with which we
teach him the process of close reading, of
critical reading. The works of literature
will be appropriate to the maturity level

“of the students.

A second consideration: these fewer
selections, more closely read, will be
taught in a different way. The critical
reader is, above all else, an independent
reader. To develop such a reader requires
inductive teaching more than deductive
teaching. The kind of teaching which asks
questions which encourage students to
seek answers. As one writer says, more
draw-it-out teaching and less pour-it-in
The kind of teaching, as G. Robert Carl-
sen has said, which stimulates the student
to teach himself. Such teaching is of
necessity a slower process than the one
most of us were taught by—the teacher
or the textbook gave us the questions and
told us the answers; our job was simply
to menorize what we were given. In
developing independent, critical readers,

*Jerome S. Bruner. The Process of Education,

Cambridge: Hasvard University Press. 1963, 14.

b,
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we must help students to “build [their]
own meaning— [their] own understand-
ing and appreciation—to ask and answer
[their] own questions,”® as Mac Klang
has suggested. We must encourage more
student involvement with the work of
literature. Students must have time, he
added, to think and feel about the pieces
they read, time to voice those thoughts
and feelings. In this kind of teaching, a
class may spend a day, two days, a week
discussing a single short story or poem.
What we are teaching here is not a short
story or a poem but a process of reading
a short story or a poem which the student
in turn ‘will, on his own, transfer to
other short stories amd poems; habits of
reading which the student will carry.with

‘him long after he has forgotten the spe-

cific pieces of literature which he studied
in school. Bernice E. Leary was saying as
early as 1948 that “‘guiding students in

recall of specific works of literature may
no longer be valid if we are more con-
cerned with habits of reading than with
the works read. We need to use the tech-
nique of the End of the Year Examina-
tion'* in which students are given an un-
familiar piece of literature and then asked
questions about it.1?

For example, at the end of a unit on
poetry, our test may be to give the stu-
dents,a short poem, similar to those
studied but not from that group. Our
questions about the poem will demand
that the students apply the reading skills
they have been learning.

We'll ask questions about what was
specifically stated and what was implied;
and we'll ask about the meaning of the
whole, and the meaning of the parts; and
we'll ask for generalizations and evalua-
tions possible only after thoughtful read-
ing and rerer 'ing and reading again.

the " technique of novel-reading should. - And over and over we'll say, “Give ex-

ultimately supplant novel-teaching.”

This brings up another problem. Ex- -

aminations which simply test students’

*Mac Klang. “To Vanquish the Deadliest_Game:
A New Englsh Curriculum,” The English Jburnal,
Vol, 53, No. 7, October 1964, 509,

3Bernicc E. Leary. “Reading_ Problems in Lit-
erature,”” Reading in the High School and College.
Forty-seventh Yearbook of the National Society for
the Study of Education, Part II. Chicago: Univer-
sity of Chicago Press. 1948, 143. T T

-

amples. Cite your proof. Refer to specific
words and lines.” :

How do we téach our students to eval-
uate what they read? We begin by teach-
ing them to be critical readers, readers
who weigh and consider, readers who
think as they read.
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Achieving Personal Mﬁturity Through Reading and by
Recognizing and Consfructing Meaning

PHILLIP SHAW®

_This paper will comment on the four
skills into which Gray and Rogers classify
the reading competence of the mature
reader.

1. Abilty to grasp literal meaning. Even
the simplest literal meaning is not an
intrinsic quality of the printed page. Just
as TV signals hurrying over a city require
a receiving set to give them life, printed
words needs a perceiving mind to grant
them thé reality of meaning. Through the
magic'of the mind, insensate symbols tell
of Alexander, Agincourt, or agrarianism;
of atom-smashing or vapor-clour.ed Venus;
of permutations and combinations or the
square of the hypotenuse, of Mr. Prufrock
or the Wife of Bath. )

The ability of printed symbols to bc
transformed into literal meaning depends
upon the reader’s thinking habits dﬁlring
reading. Before plunging into a chapter
of an unfamiliar textbook, the competent
reader first turns to the table of contents
to note the author’s organization of the
matter, in particular the relation of that
chapter to the others. Then, as he reads
the particular chapter, he is constantly
alert to divisions of the chapter, to further
subdivisions, such as marginal notes and
paragraph breaks, and to other clues to
the author's organization. In short, the
competent reader thinks in outline form
as he reads, recognizing details as parts of
main ideas, and main ideas as parts of
broader main ideas or as comprehensive
ideas themselves.

To think in outline form during read-
ing, the compatent reader must constantly
vary his procedures. Now he skims over
several pages for an over-view based on
sentences in bold type and on cl erts and
diagrams; now he reads a paragraph
slowly because it describes an 1dea diffi-
cult to grasp; now he scoots through.

another paragraph which states. supple-
mentary matter that he does not wish to
study at the moment; now he tums back
a page or two to check the relation of an -
idea there with one he has just read; and
new he looks away from the page for a
moment to chew upon the ideas that have
piled up in his mind.

Among causes of poor reading, a failure- -

to recognize literal “whole'” meaning can
be basic. The chief weakness of a “slow™
reader, for example, may simply be that
he must plod over the page word-by-word,
since he has not grasped the main ideas,
that make the words meaningful. A person’
who gets satisfaction out of only study-
type matter and who never sallies into a
book for sheer enjoyment may be limited
+. his reading simply because he fails to
recognize main ideas. Greater unity of
thinking is required during the reading
of literature than the studying of infor-
mational matter. .

The student who reads for facts with-
out too much attention to main ideas
is hardly achieving personal maturity
through reading. He gets out of school
what Sidney Hook calls a Jizeral education,
as opposed to a /iberal education. His mind
contains- a conglomoration of scraps of
information, inviting Whitehead's obser-
vation that,,”the merely well-informed
man is ‘the most useless bore on God's
earth,”

2. Ability to recognize implied mean-
ings. A striking example of implied mean-
ing, as distinct from literal meaning, is
the different connotation of certain words
according to whether they are used in a
formal or po(fular sense. For example, a
cunning child may mean “attractive” or
“sly,"” a mad man, may be angey or insane;
and the__expression “fourteenth-century
ladies” may refer to all females of that
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century or only to those of good breeding.

Besides varying levels of usage, another
cause of different implied meanings is
false association on the reader’s part. La
Brant described how a student entirely
‘misunderstood a story because of the word
“orphan.” To the student, “orphan™ con-
noted “poor, defenseless child,” a mean-
ing alien to the story. Booth pointed out
similar confusion about the word “prod-
igal.” Because of the moral of the prodigal
story, to some students this word neces-
sarily connoted *‘repentant,” or “wicked.”

Custom has made certain words two-
faced. For example, an author can use the
following terms with either good or bad
implications: “politician,” “socialistic,”
“traditional,” “'juvénile,” “average.” An
author can deliberately give a one-faced
word a second face by a mask of connota-
tion. Thus, to emphasize his belief in basic
knowledge, Stuart Chase described what
all educated persons should know by the
phrase, “the minimum farnishings of the
mind.” On the other hand, Cleanth Brooks
gave an unsavory implication “to the
practice of paraphrasing literature by as-
sociating it with an unfavorable word in
the phrase, “the beresy of paraphrase.” An
educator has engagingly ridiculed the
theory that students should be grouped in
the classroom according to ability, by re-
ferring to the three usual groupings. as
“chant,” “pant,” and “can’t.”

Not merely an attitude but a profound
idea can be expressed by an author through
connotation rather thar denotation. The
literal meaning of the following couplet
by Pope is that people wanted to rush
home to eat, but the implied meaning is a
thrust at self-interest: ““The hungry judges
soon the sentence sign, And wretches hang
that jury-mep may dine.” Some writers
may write scornfully of literature as “old,”
but this is far from the implication of the
term in Bulwer's advice: “In science, read,
by preference, the newest.works, in litera-
ture the oldest’”” Finally, we owe to
Harpers the engaging irony of the follow-
ing proposal by an efficiency expert zeport-
ing on a symphony concert: “Scores

should be drastically pruned. No useful
Eurposc is served by repeating on the

oms a passage which has already becn
handled by the str  os. Itis  nated that
if all redundant pas -~~~ .ere eliminated
the whole concert time of 2 hours could
be reduced to 20 minutes and there would
be no nced for an interval.” .

Recognizing an author’s implied mean-
ing is a prerequisite to achieving personal
maturity through reading. The reader who
overlooks implications in the printed page
can miss as much as a tone-deaf person at
a Sibelius concert,

3. Ability to recall related experiences
dnring reading. Psychologically, this abil-
ity requires the reader to be willing to
change himself a little through reading.
As he reads, the competent reader con-
stantly modifies his kaowledge and values,

strengthening or revising them. The in-

competent reader either stands too pat on
his previously learned ideas or accepts the
authority of the author almost reverently.

The stand-patter is difficult to budge.
He brings to the page an amalgam of
learned 1deas, )imbeSded in his mind like
the multiplication tables. The ideas
kindled in his mind by the words he reads
can be as unrelated to the author’s in-
tended sense as the ringing of a bell to
the flow of saliva. Thus the “hot-rod”
whose driving license has been revoked
will be prone to interpret any police action

he reads about, as meddling or harsh. Any

printed reference to “school” can conjure
in the mind of an unruly pupil an image
of tyranny and punishment. When an
unfortunate child of quarrelling or sep-
arated parents reads a?:out happy family
life, he may experience feelings of dis-
belief or resentment entirely alien to the
author’s intention.

Many of the incompetent reader’s im-
bedded ideas are fully dressed in words.
Such are trite comparisons: “busy as a
bee,” “patient as a spider,” “like rats in a
trap,” “fat ac a horse,” “snug as a bug in
a rug.” When the incompetent reader sees
the word “bee,” “'spider, ’ “rats,” “horse,”

a

“an
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or "bug,” the memorized comparison at
once colors the meaning he gets from the
page. Certain notions” about - history,
practice, beauty, ignorance, and familiar-
ity likewise stand in the vestibule of his
mind fully clothed in words, waiting to
be welcomed whenever these ideas crop
up on the printed page: “history repeats
itself,” "practice makes perfect,” “beauty
is skin deep,” ‘“ignorance is bliss,”
"familiarity breeds contempt.”

It is a standing joke that stubborness in
beliefs is a sign of old age. Nevertheless,
reliance upon a clear-cut moral code is the
refuge of the confused adolescent. During
adolescence, a pat moral code gives order
and’ logic to this sometimes melancholy,
sometimes enosmously happy stage of
growth. For example, the incompetent
adolescent reader may interpret characters
in literature on the basis of the tidy
categories of “'good” or "bad.” Good is a
strength, evil is a weakness. This attitude
is rather comically illustrated by the
youngster who, upon joining a TV group
watching a play that has already begun,
asks: “Who's good? Who's bad?"* Emer-
son’s idea that “every hero becomes a bore
at last” is absolutely out of the ken of
studeats bent on admiring goodness, and
shadirgs in the characters of scoundrels
like Satan, Iago, and Claudius are utterly
ignored by students who classify all men

as either saints or devils.

4. T'he ability to reach conclusions or
geheralizations not stated by the anthor.
The competent reader is always secking
when he reads. An habitual newspaper
reader usually is so personally involved in
the outcome of current happenings, the
developments of which are described from
day to day, that if he cannot read his daily
paper he loses his peace of mind. The
necessity of having something to do while
reading is brought out inversely by a
recent cartoon which represents a house-
wife who enjoys chatting with friends as
she reads, as saying: “'I like to tatk while
I read. It gives me something to think
about.”

Of course the compulsion to reach con-
clusions during reading is more readily
felt when one is reading for information.
as distinguished from reading for sheer
enjoyment. One may read literature simply
to drug himself into a semi-.comatose
state of daydreaming. Thus he identifics
himself solely with the characters an.i
situations of the book. He never meets
the ultimate vital presence; the author
himself. A vital presence abides in all
kinds of books, including textbooks. To
meet this vital presence—this is the con-
summation demanded by the mature per-
son from whatever he reads.
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Three important Levels of Comprehension

LeoNaro W. jorr®

* THE ROLE OF THE TEACHER in the sec-

ondary school is closely related to the
entire reading program of the student.
In considering this aspect there are
three levels of comprehension which
should be given careful attention.
First, there is the level of literal read-
ing vhere the student gets full and ac-
curate meaning from the lines.
Second, there is that of critical reading
which involves the ability to read care-
fully and to.reaact intelligently to the
presentation of the author. Third,
there is that of reading interpretatively
which not only involves the previous
two levels but requires a sensitiveness
and involvement on the part of the
reader. It cannot be assumed, under
any circumstances, that a student who
reads without error is fully competent
in all or any one of these areas.

What are the involvements of literal
reading? [Each teacher who expects
students to get information from the
printed page will involve these ‘stu-
dents in literal reading. Gray called
particular attention to this function in
the Forty-Seventh Yearbook (3). It
was further emphasized by Karlin (5)
and Stauffer (7).

In teaching literal reading the fol-
lowing areas must be carefully consid-
ered. :

Vocabulary:  There are many
words which have many meanings.
Some of these meanings may be exact
or denotations while others may be im-
plied or connotations. Each area vof
concentration has its own vocabulary.
In order to get full meaning from the
printed page in any area, a thorough
understanding of the vocabulary must
be had by each student. The develop---
ment of this understanding becomes
the resonsibility of the teacher work-

ing in the area of content. If this
teacher is the expert in the area, then
he should be the expert in developing
the right concept for each word of the
vocabulary in this area. '

Use of context clues: The use of
context clues is of vital importance to
a student in developing competency in
literal reading. Not only must the
student be able to use context clues but
at the same time he must be able to
judge if the meaning he is deriving is
reasonable. It must be remembered
that in many cases the use of contex-
tual clues is actually little better than
an outright guess. Because of this fac-
tor, when a student arrives at some
conclusion as to the possible meaning
of the word from the contextual set-.
ting, he should check the dictionary if
the meaning does not seem reasonable.

Dictionary skills: Dictionary skills
are not only needed in literal reading,
they are needed in every phase of word
attack as a final resource. It is
regretable that not all students are fac-
ile in the use of the dictionary. The
first instruction in its use may have
been somewhere between the third and
fourth grade. This work does not in
any way guarantee that the skill was
well developed or that the student has
continually tried to improve himself in
this skill.

Materials: In selecting materials to
develop literal reading care should be
taken to avoid those which go into a
considerable amount of elaborate de-
scription or which tend to be debata-
ble. A frequent error of secondary
pupils is to read into materials ideas
and thoughts which do not exist.
Material which is highly factual and
well organized lends itself very well
for the development of literal reading.

#Forging Ahead in Reading, IRA Proceedings, 12, (1967) , 115-118.

4
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"It is a common failing of students in

reading science to react to what they
think is in the chapter. The same
holds in reading mathematical prob-
lems. In developing materidls in these
fields the authors have neither time nor
space to go into nonessentials. The
facts are all there; it is up to the stu-
dent to identify them. In developing
competency in literal reading we must
aim for a high degree of comprehen-
sion and accuracy. There is no place
for assumptions in literal reading.
Probably one of the areas which has
drawn the most comments in the
teaching of reading in the secondar
school is that of critical reading. It
would appear that we have three areas
in critical reading: the first is to be
able to read and question; the second
is the ability to pick and choose those
materials which best serve our pur-
pose; while the third is to be counted
and to pass judgment upon. Even
though they are frequently classified
under’the heading of critical reading,
they are in fact quite different.
Teaching a student to read and ques-
tion certainly should come before
teaching him to read so that he can
pass judgment. When a student is
able to read and question, then, and
only then, has he fully involved himself
in thinking about the topic which is
being presented. As has been so well
expressed by Roma Gans, he sees rel-
evance in what ke reads. He is able
to determine if what he reads is satis-
fying his need for reading. Gans has
given us four excellent points to con-
sider in teaching the second aspect of
critical reading (2). The first is the
awareness of the need to evaluate the
source of material read. The second is
the ability to assess the ways in which
words influence ideas. The third is
the ability to select wisely what is to be
read. The fourth, which is without a
doubt the highest level in this aspect of
critical reading is the ability to make
selections which are based upon the

reader’s own intellectual processes and
not upon authority. ]
The third area of critical reading is
the . willingness to be counted and to
pass judgnient on what has been read.
In our fast-moving world we too fre-
quently find multitudes of readers who
do not appear to know the difference
between fact and opinion. It is one
thing to be able to sift through thou-
sands of words and to derive some
general ideas, but it is far more impor-
tant to be able to cut through this ver-
biage and arrive at a conclusion which
is well founded and hacked up by care-

gully organized and clearly presented
acts.

One might ask how is it possible to
arrive at a stage where this ability to

_cut through™ is well established.

Certainly it does not come overnight.
The reader not only must he proficient
in literal reading bhut also he must have
added a great amount of breadth and
depth to his reading. One wauld not
expect a lawyer to present a case in
which he had not previously done re-
search. The critical reader must be
able to bring to bear the fruits of con-
siderable reading in many areas. The
critical reader must realize that if he is
to make his point, then the tools he
uses must be very sharp and well
huned. Denberg and Jones (1) have
summarized this skill very well with
the following points: 1) precision with
word meanings, 2) an awareness of
possible semantic confusion, 3) careful
structure of thought, and 4) recogni-
tion of implicit assumptions.

We frequently hear critical reading
referred to as the -ability to read be-
tween the lines. In order to do this
the rexder must closely observe the
several points which have been devel-
oped. Yes, it is the ability to read be-
tween the lines but never to read info
the lines. Materials to teach critical
reading should involve newspaper edi-
torials, commercial advertisements, in-
vestigation reports, inferences, and es-
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tablishment of proof.

Without doubt, interpretive reading
is probably one of the highest levels of
competency in the reading skills scale.
There are many who attempt to teach
this skill, but few have many of the
necessary qualifications.

William S. Gray (4) pointed out
that since 1917 many studies have heen
reported on teaching and developing
competency in interpretive reading huc

that there .did not appear to be too

nmmch agreement on how it should he
done. ‘Time and again we have heard
the old story of the many rich experi-
ences one may have from reading : that
from the printed page the reader may
vicariously partake in any of the ex-
reriences known to man. One could

led to Dbelieve that all that is neces-
sary is to make a student an accurate

and fairly flexible reader and the task -

will bhe accomplished. The develop-
ment of effective interpretive readers is
not this easily done. The devclopment
of the interpretive reader must have an
early beginning. Rich, indeed, is the
child whose parents surround him with
a gredt variety of books and then take
the time to enjoy these hooks with the
child. To enjoy hooks is to live with
them and to know their characters.
Children both want and need to be
read to. This is a practice that shou'd
not terminate in the lower grades. I
have never known a group who did not
enjoy heing read to or being told a
story provided that -the stories were
carefully selected and well told or read.

One of the greatest assets of a child
is his imagination. If we are going to
develop good interpretive readers, then
we must never let anything interfere
with this great gift. Fortunately, it
exists in all children. If it does not,
then some adult has killed it at a very
early age. What a joy to the reader
when his thoughts come from the page
in color, when he gets the real feclings
of the characters. \Ve must constantly
try to get readers to form their own

reactions and not he forever telling
them this is the way they should feel
when they read. The truc love of the
heautiful has been stifiled more than
once because of this approach. The
truly effective interpretive reader must
be accurate; he nmst have developed
not only a critical reaction but a sensi-
tive one. It has heen said that the day
is lost when we do not, for a few fleet-
ing moments, indulge in a daydream or
two. For these we can be thankful ; at
least they are our own. They have not
heen influenced by somcone trying to
tell us the exact purpose and mood of
every detail.  Why should we not ob-
serve some of these when we are at-
tempting to develop cffective interpre-
tive readers ? .

The National Council of Teachers of
English have given us several excellent
suggestions in developing taste in liter-
ature (6). Reading in many ways can
be compared to eating. Fortunately,
we do not all like the same foods. A
good connoisseur can, however, do
much to make many foods more palat- f
able but he c:innot give us new taste
buds. Why should we not take a few
hints from this situation and apply the
same philosophy in developing in-
terpretive readers. \We can guide,
suggest, encourage, or mayhe inspire.

We can provide numerous experi-
ences, both actual and vicarione, we .
can surround students with materials

in both width and depth; in fact, we
might even force them to read, but the

full enjoyment and fulfillment will only
come through comnlete involvement on

the part of the reader. \When this sit-
uation occurs, then, and only then, do

we have interpretive readers.

We can teach literal reading; we
can make an honest attempt to do the
same with critical reading. Ve can
plant the secds of interpretive reading.

W¢ can furnish a healthy atmosphere,
but thoa let us leave it alone and not in
the hanis of self-styled experts.
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Sequential Reading Skills at the C;:lleQe Level

MiriaM ScHLEICH®

TEA'cmNG reading skills at the college -

level is a difficult and challenging task,
probably exceeding even the difhculty of
teaching freshman composition to fresh-
man engineering students. For although
many freshman engineering students re-
main uninspired when confronted with
English composition, it has, at any rate,
the sanction of history, and perhaps.even
more important, it has the force of the
inevitable. No matter where you study
engineering you must take freshman com-
position in some form. And you always
get credit for it Teaching reading at the
coilege level, however, has little sanction
from history, students, or even faculty. It
frequently is required but given no credit,
and its teaching is frequently relegated
(after initial introduction) to a staff mem-
ber or graduate assistant who would prefer
teaching literature, educational psycholo-
gy, or a graduate course in the teaching of
reading, if the choice were offered. Yet
the development of advanced reading
skilis is probably more essential to a
college education and later to an alert and
responsible citizenry than composition
skills, or indeed any other skills.
The heart of this problem of the diffi-
culty in teaching reading skills at the
college level appears to be a gross misun-

derstanding of the nature of the reading

process. In short, the errvneous assump-
tion that reading does not or should not
nced to be taught at the college level is the
cause of many an unnecessary failure, and
perhaps even more important, of many
second-rate performances from potentially
first-rate students, and of many “frustra-
tions among first-rate faculty whose
courses require more mature reading skills
than their studeuis bring to their courses.

Why don’t students enter college ade-
quately prepared with the advanced read-
ing skills needed to meet the various de-

mands of collegiate work? One reason—

thaps the most important reason—is
ittle or no instruction in reading at the
high school level. And inadequate instruc-
tion, or the complete lack of it, .in pre-
college training is caused largely by the
erroneous notion that the reading skill
needed for life can be taught in the ele-
meéntary grades—not only can be, but
should be. The truth of the matter, how-
ever, is that reading is not a skill or set of
skills whose development is complete after
six grades, or nine, or twelve, or ever, as

_-Mortimer Adler has affirmed,* ”. . . per-

fect reading lies at the end of the rainbow.

Although. practice makes perfect, in *his

art of reading as in any other, the long san
needed to prove the maxim is longer than
the allotted span.” Surely, then, the very
least formal education should furnish in
its short span is specific provision for the
continuous development of reading skills
“to cach student’s highest potential.

Providing college students with the
means for "1e continuous sequential de-
_velopment of reading skills is not a simple
task. It takes much mere than the willing-
ness or the desire of an institution to do
so0. First and foremost, it takes a dedicated
and talented teacher with thorough train-
ing in the teaching of reading. But it takes
more-—it takes salesmanship. The college-
fevel instructor in reading must be willing
and able to convince his students of the
prime importance of his offering here and
now, to show them how it will enable
them to meet their general academic needs
with somewhat more effectiveness and

" ease. He must also educate his colleagues.

College professors generally tend to lump
all college-level reading instruction under
one label, "Remedial,” and they initially
_resent and rcsist any suggestion that they

Mortimer J. Adler, Hotw to Read o Book. New
York: Simon & Schuster, 1940, p. 10.

*Reading and Inquiry, IRA Proceedings, 10, (1965) , 39-42.
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have a legitimate responsibility themselves

- for the development of some of their

students’ rezding, skills. But college pro-
fessors, though noted for their individ-
ualism, are also reasonable human beings
whose earnest desire is to communicate
their subjects of investigation to. their
students. Unfortunately for many, the foll
_realization of their course offerings is fre-
quently frustrated by -the lack of their
students’ full development of necessary
reading skills. Helping_ our colleagues get
2 clearer understanding of the need for
the continual development of higher level
reading and study skills to enable their
students, therefore, to take maximum ad-
vantage of their offerings, is a n:eans of
converting many a critic to support of a
reading program.

What are the skills needing sequential
development at the college level? How
cen we best help students to mature ir
these skills2, Let us consider the second
question first, since it is probable that
much secondary- teaching misses its mark,
not for lack of zeal, but rather for lack of
underStanding. ) .

Reading teachers talk about the need
for teaching comprehension and interpre-
_tation. Yet in one sense we cannot truly
teach any college student to comprehend
or to interpret. We can teach certain basic
skills on which comprehension and inter-
pretation rely in (l;art. We cannot teach
comprehension and interpretation because,
as we all know, comprehension and intet-
pretation are based on past as well ‘as
present experience, and the wider and
deeper the past experience, the more back-
ground a reader has for making judg-

_ments, the better will be his comprehen-
sion_and interpretation. It is the simple
maxim, “The more you bring to a book
the more you will take from it.” Experi-
ence and the concepts that relate to it
come slowly and cumulatively, and no
amount of skills *teaching” can offset the
lack of experience and of a breadth of
voaabulary springing from experience.

Helping students mature in reading at
the upper educational levels requires set-

’

ting the stage for the reader to gain more
insight into the process of getting mean-
ti2g, a better understanding of his purpose,
and a methodology for testing one inter-
pretatinn over another. The stage cannot
be set by simply lecturing, by telling the
reader how he should proceed. You may
lecture to a group of freshmen on the
Survey Q3R until you are blue in the face

" without materially changing either their

approach or their re:ding-efliciency” In-
stead of building greater skill in reading
the net result may be a greater resistance
on the part of the students to any.attempt
to modify their ineffective appreaches and
a silent conviction that while the SQ3R
may work well for the instructor, it is
time-consuming, laborious, and useless for
them. ~

Insight does not proceed from "being
told.” We cannot give anyone insight. We
may perhaps guide students in their con-
sideration of the reading process, so that
they may come to their own conclusions
regarding the usefulness of any given
skill.  Thereafter the instructor’s chief
function is to guide students, supplying
them with stimulating graded materials
whose use convinces them of the validity
of the conclusions they had reached.

What thea are the basic skills college
students p:eed to continue to “develop in
this continvous process of maturing read-
ing ability and in what sequence can they
best be taught? The skill we might con-
sider first is vocabulary skill, since it affects
both rate and comprehension. Yet of the
development of vocabulary, I shall say
very little. It is the one area on which

. there is common agreement about jts im-

portance and need, though in point of
fact teaching it has proven surprisingly
difficult—in some cases almost impossible.
For while we can require students to
memorize synonyms, as is done by some "

English and Reading instructors who par-

cel out regolar lists of words to be learned,
or while we can concentrate on roots and
affixes, adding thereby to the students’
natural distaste for vocabulary siudy, we
cannot assure our students or ourselves
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of any marked increase in the growth of
their concepts thereby. Concepts develop
through experiencefﬁst-llans

ous—not through looking up a list of
words in the dictionary.

. The writer has tested students orally,
using a college-level diagnostic vocabulary -
test that had first been administered silent-
Iy, and found that the students had simply

memonized synonyms. When' the meaning .

of 2 word was asked, the student might
give the correct answer, but when asked
what his answer meant he could only give
the original word. He had no coricept for
the¢ word: The development of concepts
is cvery instructor’s job in every subject
area. And until a concerted effort is made
by all instructors to- overcome their stu-
dents’ conceptual weaknesses, only limited

or vicari-

the paragraph level, first before approach-
ing the longer-units of thought, the article,
chapter, or book. Hence the study of para-
graph structure, noting the author’s use of
such patterns as question-answer, conclu-
sion-proof, - opinion-reason, problem-solu-
tion, comparison-contrast, enumerative de-
tail, prepare the reader to pursue longer
sages with understanding.

Only after the reader has ascertained
the author’s purpose, understood the au-
thor's propositions, grasped his ideas and
arguments, is he ready to evaluate or react
critically to the reading. One of the biggest .
temptations of the unskilled college read-
er, or perhaps of any unskilled reader, is
the temptation to conclusion jump —to
skip the step of first understanding what
the author says, before diagnosing, agree-

progzess can be made by the reading spe——ing, or evaluating. Skill in evaluation,”

cialist alone. .

Aside from skill in interpreting words,
perhaps the inost important reading asset
is an effective over-all approach to the
reading task. The reader needs first skill
in getting an overview of the whole—in
classifying the writing according to the
author's purpose, centgal thesis, and its
major design or architectural structure. .
Skill in classification or analysis requires
of the reader an ability to make perceptive
use of titie, introduction, preface, table of
conteats,“typographical headings, etc., as
clues to purpose, organization and central -
theme. The sccond major skill area is that

- of interpseting what is read, of proceeding

from the whole to parts, and of synthesis.
The reader must note key words, follow
verbal signals which tell him when the
thought flows straight on, when it terns
sharply, or when it sigrals a conclusion
or summary. The reader must also under-
stand and follow the author’s pattern -*
thought, cultivating an awareness of the
direction the author takes so that he may
follow surely, grasping not only main
ideas and supporting details, but tone and
intent as well. Such skill may be developed
most easily .in the microcosm, that is, at

therefore, demairds first and foremost an’
attitude of mind —a determination to
withhold judgment until the reader has
completed the job of analyzing and inter-
preting the materiai—to give the author
the courtesy of hearing him through. In
addition, it demands the willingness and
the ability of the reader to differentiate.
between opinion and knowledge. As Fran-
cis Bacon (Essay: of Studies) advised,
*Read not to contradizt and confute, nor
to believe and take for granted; nor to
find talk and discourse; but to’ weigh and
consider.” .

Criticism or evaluation itself demands
of the reader the reasons for his judg-
ments. These reasons may give evidence
that the author is uninformed, misin-
formed, illogical, or incomplete in his
account. Or reasons may be given for
agreeing with the author. ;

Beyond criticism lics an appreciation of
the significance of what has been read.
After he has read, understood, and cvalu-
ated the material, the reader needs to see
its significance for him and for sociely.

"It takes imaginative and intellectual
wnrk to read a book, and facility and
achievement grow by exercise,”?
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The nature of the language we use is a factor in comprehension. Ameri-
can English is characterized by the velative infrequency of inflectional end-
ings of words, by the importance of word order—or “the flow of thought
through a sentence”—and the word groupings within sentences in terms of
clustering of words around key words. In other terms, linguistics is an im-
portant consideration in teaching children and youth to handle language as
they seck to understand fully-and well what they are 12ading.

Understqnditig in Reading from the
Viewpoint of Sentence Psychology

Davip GLIESSMAN®

FIRST STEP in investigating any- -

“thing complex is to cut it down

_to size — that is, to deal with its

clements. . -

How a child understands what he
reads on a page is such a complex
thing! Even apart from the “higher

- processes” of evaluation and appli-

cation, simply understanding a series
of sentences is a high-level skill.
Thorndike .put it this way: We
should not consider the reading of a
text-book or reference as a mechani-
cal, passive, undiscriminating task,
on a totally different level from the
task of evaluating or using what is
read. . . . It is not a small or un-
worthy task to learn ‘what the book
says’.” (17) T
Dr. O. H. Mowrer (13) has made
an exceedingly interesting attempt to

_ reduce understanding to what might

be its basic clement. Essentially, he

is interested in explaining how a

sentence works — how it arouses
meaning in the listener or reader. If

‘we accept the notion that reading

begins not with word recognition but
with understanding sentences, then

*This atticle was prepared with the coun-
scl of Dr. O. H. Mowrer. Research Professor
of Psychology. University of Iflinois.

*The Reading Teacher. 13, (Octoher 1939) . 2095,
65

this theory ‘providm an cxplanation’

for the basic step in the reading pro-
cess itself. Dr. Mowrer calls-it “sen-
tence conditioning.” To understand
what he means we will first have to
say a few things about the term
conditioning, and how it applies to
learning the meaning of words in
reading. As we do this, we will gain
a very important concept: viewing

‘words as “signs” of real experiences.

Conditioning—and How Words in

Redding Stimulate Meaning

Y. The meaning of spoken words:
Anyone who has taught children to
1ead knows, in an informal way, how
printed words begin to arousc mean-
ing. The care with which we point
to the new word on the blackboard
as we pronounce it (or get the child
to pronounce it) suggests that the

meaning aroused by the sound of a.

word is the basis for understanding
it in print. What happens psycho-
logically in this everyday event?
The nature of “meaning” is very
complex. Fortunately, only one of its

aspects — its dependence on experi--

ence—is important for our purposes.
A fortunate child might first hear the
phrase, “We have come home,” for
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example, spoken by parcnts he lové, ‘

in circumstances that make him feel
secure, and in view of familiar physi-
cal objects (house, furnishings, etc.).
Thereafter, when he hears the word
“home” spoken (by himself as well
as by others) he experiences many of
the emotions and images that were
part of the real-life situation. We say
that the word means something to
.him. In addition, the phrase, “come
home,” will begin to mean something
_quite definite to-him as he hears it
used again and again.

The reader can demonstrate how-

meaning depends on experience by
indulging in a little intre;pection
with an infrequently used word. For
example, hearing the word “flawless”
"but not of diamonds. My experience
with any kind of diamonds (much
less flawless ones) is rather barren.
1 know in an intellectual way that

diamonds can be flawless, but the-

“idea is not very exciting. The boy-
hood memory of distorting the images
of passing cars by carefully viewing
them through imperfections in the
living room windows is exciting. So
is the more recent memory of the
soft feel and color of a baby’s skin.
For conveniernce, we might use the
term “meaning response” to sum up
all such emotions, images, and mem-
ories that are arcused by hearing a
word.

There is, then, no meaning-inher-
ent in words. Spoken words and
phrases only begin to arouse meaning

* responses as they.are heard in direct

experience. When they do so, in

Professor Mowrer’s words, they be-

reminds me of glass and complexions,

come signs of real experiences. The
'same words may signify different ex-
periences for different children.
Experiences become organized and
accessible for thoughtful activities
such as reading when they are asso-
ciated with the signs that we call.
words and phrases. Rich experiences
pay off (in readiness for reading, for
example) when talked about. ]
I1. How' a- printed word arouses
meaning: What happens psychologi-
cally; then, when the child hears a
familiar word spoken as he looks at
the same word on the blackboard or
in his book? To the reader who
remembers general psychology, the
term “‘conditioning” will be familiar:
it was used, for example, by John B.
Watson to expldin how a little boy
named Albert learned to be afraid of
a white rabbit because each time it
was presented to him, a frightening
noise was produced behind him (19).
It can also explain how our child
learns to attach the right meaning to
_the _printed-word-“home” when the
sound of the word already means
something. to him. Conditioning,
then, is a way of explaining how

. learning occurs. The first important

clement is a stimulus that always
produces 2 certain response. This
might be called the unconditional
stimulus. The loud noise will frighten
Albert about as readily as the spoken
word “home” will arouse a meaning
response in our child. Both the loud
sound and the sound of the word
“home,” then, are kinds of unr~ndi-
tional stimuli.
The second important »'-ment is

a stimulus that originally does not
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produce this response — a “condi-
tional stimulus.” If such a stimulus
(whether a rabbit, or the new print-
ed word “home”) is presented with

‘the unconditional stimulus often

enough, it will begin to arouse the
same response.

" Eventually the conditional stimu-
lus alone will producc this responsc

.very regularly.

The purpose of reading instruction
is to make printed words significant.
To become signs of experience, they
must arouse those elements of experi-
ence that we have called meaning
responses. The most direct means of
accomplishing this might seem to be
associating the printed word with an
object or experience, rather than
with the sound of a word. This has
been the rationale of. the non-oral
metkod (12). As Anderson and

"Dearborn (1) indicate, however,

this approach loses sight of the fact
that spoken words are a highly valu-
able and convenient source of mean-
ing. To avoid the use of word sounds
would be highly inefficient. The
“sight” and phonetic -methods of
presenting new words both have the
same immediate purpose: going to
the sound of the word for its mean-
ing. When we stress word analysis
techniques in independent reading
we try to get the child to do this
habitually. Whatever approach he
uses to figure out a new word, he
must eventually pronounce it (even
if only under his breath) to get its
meaning. The sound of the word
must, of course, be familiar—it must
arouse a meaning response. We say
that a poor oral vocabulary may

be a handicap in reading and the
research evidence bears us out (1,
5, 16).

Since children continually see new
words, and since the conditicning
process — or learning — may take a
little time, we can expect children
to move their lips and voice words a
good deal as they read silently. Later
on, when they become better readers
—when more pnntcd words regular-
ly arouse meaning responses—we can
expect them to become less depend-
ent on saying words as they read
(though they may continue to do so
as an unfortunate habit). At this
pomt, printed words can be described

as signs.

Sentence Condiﬂoning: Howa
Sentence Stimulates Meuning

Using what we have said this far,
we.can explain how the child under-
stands the meaning of all the words
and familiar phrases on a page; we
have not, however, explained how he
can understand the meaning of a
sentence. Assume that our child
knows the meaning of each word in
the sentence, “Spot did not come
home.” Now, if the words in this
sentence do not interact and modify
one another in some way, our child
does not understand the sentence,
He can only give us isolated word
meanings. We might just as well
present the sentence to him in jum-
bled fashion: “Not Spot did come
home.” It would make little differ-
ence since his understanding of each
word or familiar phrase is isolated.
Obviously the separate word mean-

ings in a sentence have to be gotten

4e
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together in 'some way for meaning to
result. Thorndike has put it well:
“Understanding is ‘thinking things
together’.” (18)

This problem has_not been han-
dled well in the psychology of read-
ing. We can, for example, begin by
saying that the sentence itself is a
natural unit of meaning—a whole,
or a complex stimulus that arouses a
meaning response just as a word
does. The words, then, are parts of a
whole, and naturally related to one
another. This is the “gestalt” position
that has emphasized presenting
words in sentences and stories (8,
20). Whether we can explain such
a complex thing as understanding,
however, by starting with a complex
assumption is debatable. Our hope

" was that we could begin with ele-

ments — the meaning of words and
phrases — and then explain how
understanding develops from these.
Starting from ,these elements we
could say, as many writers have said
(6, 7, 15), that the meanings of
separate words are fused into chains
of ideas, or that they are synthesized
and organized. Such terms are éxcel-

lent descriptions of the reading pro--

cesse But it might be well to ask if
any more basic psychological prin-
ciples can explain just how this
fusing or synthesizing or organizing
takes place. Professor Mowrer feels
that such a principle exists: the con-
cept of conditioning.

The Process of Sentence
Conditioning

Even the most simple sentence, he
reminds us, always consists of <70

parts or signs: a subject and a predi-
cate. We might, as a matter of fact,
consider the achievement of combin-
ing these two signs into a simple

‘sentence as the beginning of com-

munication in man’s history. With
this accomplishment, human beings
could communicate about something
beyond their immediate surround-
ings. The predicate is the active ele-
ment in the sentence. It adds to the
subject, or modifies it, or describes it
in some way. In short, the predicate
does something to change the read-
er’s response to the subject, just as
the unconditional stimulus (a loud
noise) changed Albert’s reaction to
the conditional stimulus (a rabbit).
The predicate is, then, a kind of un-
conditional stimulus, while the sub-
ject serves as a conditional stimulus.
When these two parts are close to-
gether, as they are in a simple sen-

“tence, all of the necessary elements

are present for conditioning to occur.
Now our child who reads “Spot
did not come home” knows some-

. thing new about the dog; if the

sentence has really performed its
conditioning function, the meaning
response aroused by Spot should be
modified. Suppose that in an ensuing
class discussion the question of Spot’s
dependability comes up. If our child
has really understood this simple sen-
tence, tre might want to suggest that
Spot could benefit from additional
training. This is because the modified
meaning response to the printed
word “Spot” generalizes to the sound
of the word. It will generalize to the
real Spot, too. Our child’s under-
standing of “home” also will be
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modified. Now it is a home without
a dog. This modification of a part of
the unconditional stimulus did not
.occur in the conditioning of Albert.

General Meaning of Sentence
Conditioning

,This,. in somewhat abbreviated
form, is Dr. Mowrer's concept of
sentence conditioning. We might try
to state what it means in a mare

. general way. Dr. Mowrer believes

that senténces do not transmit mean-
ing to the reader. There is no mean-
ing inherent in sentences that can be
“sponged up,” and that is the same
for all readers. What happens is that
meanings already possessed by the
reader are aroused by individual
-words and phrases; but they are
aroused in new combinations so that
new general meanings result. In Dr.
Mowrer’s words, “One person, by
the use of appropriate words or
other signs, can arouse, ‘or call up,’
particular meanings in the mind of
another person; but he does not
transfer or implant them there. The
communicative act . . . lies rather in
the combination, juxtaposition, or
association of the meanings thus
aroused in novel, ‘informative’ ways.”
(13) One implication of this view
is evident immediately: the amount
and quality of understanding will
always vary from one reader to
another. It will always be, as Gates
says, “partial, incomplete, and highly
personal in character.” (3)

The position was taken at the be-
ginning of this paper, followed from
Mowrer, Thorndike, and others (6,
9), that simply understanding a

series of sentences is an active process

that requires a high level of skill.
Perhaps, in the light of Dr. Mowrer’s
theory, this view is more meaningful.
Even a simple sentence can be an

-original learning “experience for .a

child. When a sentence is more com-
plex or when several sentences are
put together, Dr. Mowrer has used
the term “‘searching” to describe
what takes place in reading. We will -
want to use this term in indicating
some implications of this theory. In
our sample sentence, “Spot did not:
come home,” the subject and-predi-
cate were conveniently close together.
“Conveniently,” because they must
be for conditioning to occur (remem-
ber that the loud sound came with
the rabbit present). This does not
always occur even in a first reader.
Suppose, for example, that a modify-
ing phrase separates the subject and
predicate: “Spot, who has usually
been so faithful, did not come home.”
Or suppose that a pronoun is nsed as
the subject: “Spot is our faithful dog.
But this time, he did not come home.”
Now it is up to the child to “‘get the
subject and predicate together.” In
other words, while he looks at the
predicate, he must mentally search
for and think about the subject, or
vice versa. This obviously makes
some increased demands on the
reader.

Some Implications

Hollingworth (9) once wrote that
it was meaningless to talk about
reading as a vague whole. For him,
any acccunt of reading that wovld
lead to helpful ideas had to deal with
word pronunciation or the response
to a word or some other element of




T, A

F A

|
1
{
y
i
i

70

0

LINGUISTIC ASPECTS

reading as a whole. Sentence condi-
tioning is such an eleraent. Further,
it deals with the very basic element
of understanding .sentences. This is
why it is an important contribution
to the psychology of reading. In case
that brands it as “theoretically inter-
esting,” let us test the Mowrer theory.
As we do so, we should underline
that it is a theory. Our test, of course,
will not be to prove the theory, but
to see if the theory helps us to think
more clearly about reading.

Plainly, -the concept of sentence
conditioning makes the problem of
understanding 2 much more man-
ageable one. For example, we often
ask ourselves, “Why is it that John,
a poor reader, does not understand
or remember what he reads?” We
are not asking how he became a poor
reader; we are asking what might
presently be responsible for his failure
to get the meamng*—thn we ask the
question in this way, it is often diffi-
cult to get good answers, largely
because we may not be altogether
sure what getting the meaning in-
volves. Instead we might ask, “What
are some of the things that can inter-
fere with sentence conditioning, espe-
cially with the ‘searching’ that is
involved in getting the subject and
predicate together?”

We might reason that some stu-
dents (particularly beginning with
the upper grader) will have failed
to develop the habit of searching
within the material they read for
subjects that are referred to by
pronouns, for predicates that have

. modified certain subjects, etc. My
* personal conviction, from rather ex-

tensive experience with college and
adult readers, is that this habitual
failure to actively search back into
the material for all pertinent points
is an important cause of poor com-
prehension. Such readers might be
described as passive. Such a passive

.approach certainly does not appear

full-blown when a student enters
high school; its roots can probably
be found somewhere in the inter-
mediate grades.

A child must know where he is
likely to find the predicate in a com-
plex sentence; and he must recognize

< it when he sees it. To do this with

any efficiency, he must know some-
thing about the ways in which sen-

tences are formed and organized.

That poor readers often do not have
this sentence sense has been demon-
strated (4, 10). Training in general
oral language usage has been found
to improve reading performance (11,
20). The modern teadency to treat
reading as a part of general language
development is highly appropriate.
The extent of emotional disturb-
ance among poor readers is still de-
bated, though there is some evidence
to indicate that it is fairly great. (2).
Whatever the general picture, it is
obvious that either temporary or
persistent worries can interfere with
understanding in individual cases.
Perhaps a good way to describe such
a child, as far as the act of reading
is concerned, is to say that he is
distracted. Most of us have had the
experience of reading a page or so
only to discover that our mind has
been on some extraneous thought.
Not concentrating while reading is
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easy because reading is an active
process. Thinking about the meaning

of a subject or predicate, or searching -

back mentally for a subject while
looking at a predicatc both require
some effort and self-control — pro-
cesses that, in an activity such as
reading, may be difficult for children.
When additional effort is required
to overcome pressir - worries and
fears, a disturbed child may just give
up and think about the worries and
fears. He is distracted.

Physical fatigue can make anyone
more easily distracted, often by
thoughts that would not concern him
in a more normal state.

Rather recently, we have been re-
minded again of the importance of
good oral reading, after a pericd in
which practicing this skill was some-
times regarded as somewhat primi-
tive. In light of the theory of sentence
conditioning, this is a very fortunate
re-emphasis. Improper phrasing, lacl,
of respect for punctuation, and word
by word reading seem very likely to
interfere with sentence conditioning.
For example, the child who reads our
sample sente.ce, “Spot . . . did . ..
not . . . come . . . home,” or “Spot
did . .. not come home,” dées not
get the subject and predicate together
as he should. Evidence indicates that
poor readers are often deficient in
oral reading, especially in these
aspects of it (1, 14). Such poor
habits, as they are reflected in oral
reading, may be merely.symptoms of
a failure to understand in the first
place. From the viewpoint of sen-
tence conditioning, however, it seems

cqually reasonable to suggest that
such poor habits (when uncorrected
in oral reading) are causes of poor
comprehension.
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Flow of Thought Through an English Sentence

Ler C. DEiciron®

I F READING is concerned with meaning,
we must consider how English sen-
tences deliver meaning. We are not teach-
ing reading in the abstrast but reading in
English. We must attend, therefore, to
the structures which convey meaning in
English sentences and to the kinds of
meaning ‘they convey.

To go this far and no farther would
leave us decp in linguistics with no path
to the field of ‘reading instruction. We
must, therefore, consider the problems
created for the reader by English sen.
tence structures, Ir is the purpose of this

aper to point out 2 few of these prob-
ems in the hope that other Kcoplc may
be interested in extending the analysis.
These ""others™ need not be scholars; they
may be classroom teachers who are sensi-
tive to the language and thoughtful about
it. .
The traditional grammar on which we
were nourished is not very helpful, but
for that matter neither are most of the
modern linguistic analyses. What we nced
is a fresh, simple view of English struc-
tures as they affect the practice of read:
ing.

cht us begin with the fact that, in Eng-
lish, meaning is conveyed through greups
of words working together. It is not con-
veyed one word at a time additively. Take,
for example, 2 noun phrase consisting of
a noun preceded by modifiers and deter-
miners: the little white house.

The reader cannot be sure of my miean-
ing until he comes to the word bouse. At
this point he finds completion or closure
and a unit meaning is established:

the...

the little. ..

the little white. ..
the little white house.

To see what is involved here, suppose
the phrase had been the linrle white peb-

ble. The meaning of lirrle would be quite
different since /irtle in terms of pebbles
is quite different from Jitrle in terms of
bouses. Similarly, white is one thing in
terms of pebbles and another in terms of
houses. It is clear that the reader can
assign meaning to the words in a phrase
only when he comes to its close. He must,
therefore, hold meaning in abeyance.

There is an interesting reinforcement to
this view in the physical act of percep-
tion. Photographic studics show that the
length of eye span in reading across a
line of print is somewhat less than had
once been supposed. We sec relatively
few characters In any one focus on a line
of type before jumping to the nexe span
of .characters. The group of characters we
perceive in any onc focus is not neces-
sarily a word group. In fact, a single focus
may land us in the middle of a long
word. Our ¢eyes move across a line of print
in jumps and pauses quite indcpendent
of meaning. This fact has led some ob-
servers to remark that meaning is acquired
during the period when the eyes are mov-
ing. | wouﬁ:lc prefer to say that meaning
is held in abeyance during the physical
acts of eye movement.

What is true in the reading of a single-
word group is true of the whole sentence.
It is common scnse that the reader must
keep the beginning of a sentence in mind
to the ¢nd of the sentence—a simple act
of memory.

Far more than memory is required of
the reader, however. He must hold mean-
ing in abeyance until the end of the sen-
tence. Two major factors of English
account for this nccessity. The first is se-
mantic; the second is structural. First,
most words in English have more than
one meaning. Many words have a great
variety of meanings, sometimes with no
obvious relationship among them. Which®
particular meaning of the opening words

*Vistas in Reading, IRA Praceedings, 11, Part 1, (1966) , 322 326,

.
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of a sentence is pertinent depends upos
the context of the entire sentence. It it
only at the end of the sentence that the
reader can fix the meanings of the indi-
vidual words.

Of course, this generalization must not
be pushed too far. There aré many short,
simple sentences in which the referent of
clach wbord is clcarDin its;lf or is matgc
clear by context. Depending upon the
nature of the game inpg'nom %it fl?e ball,
we would know who Tom is, what kind
of a ball he hit, and whether he struck it
with kis hand, his head, his foot, or his
bat or racket. However, in normal ia-
formative written discourse, the general-
ization holds.

The second factor requiring the res ler
to hold meaning in abeyance is the vari-
ety of English senterte structure. The
word groups which compose Engiish sen-
tences may be related to each other in
four ways. There are the subject-predicate
relationship, the co-ordinate r2lationship,
and the relationships of complement and
modifier.

The reader’s structural problem is to
determine the word groups and then to
see how these groups relate to one an-
other. Until he has done this distinguish-
ing, he must hold the mear.ng of the
sentence in abeyance.

A prime example of the effect of word
groups upon one another occurs with sen-
tence modifiers; that is, words or word
groups whose meaning applies to the
whole of a sentence. To pinpoint this
kind of modifier, consider the following
sentences com] rised of the same words:

Happily, he died. *

Hngic’é happily.
In the first sentence, the writer is com-
menting on the fortuitous fact of 2 man's
death. The word bappily applies 10 all the
words that follow. In the second sentence,
the writer is ci.nmenting on th.: manner
of the man's death. The word happily
applies only to the one word immediately
preceding.

In general we may say that any intro-
ductory adverb modifier—word, phrase, or

«wwdifies the res> of the sentence.
ader niust, therefore, spread its

-.sing across all the words that follow.
This point is an example of holding
meaning in abeyance to meet structural
requirenients. ]

Another prime example occurs with an
introductory participial phrase. Consider
the following sentence:

Holding to the ledge with one
hand, the climber tried to free the
rope with the other.

The entire participial rhme applies to,
or modifies the first following noun, the
word climber. It may well be zrgued that
the intzoductory phrase applies to all the
rest of the sentence. We may see this rela-
tionship more clearly if we transpose the
sentence as follows:

The climber held to the ledge with
one hand and tried to free the rope
with the other.

Here the coordinate-verb structure re-
quires the reader to hold the meaning of
climber in abeyance until the second veb
tried appears. Or if you prefer, it requ 5
him to insert the meaning of climber
fore the word tried.

Either way you look at it, the effect ¢
deferral or abeyance is in evidence. Now,
how does all of this happen? And if it
does, how-does anyone but a genius ever
lcarn to read? Fortunately, the speed of
electro-chemical nerve impulses through
the brain is very high—something like 10
miles per second. When the end of a
sentence is reached, the reader’s built-in
brain computer sorts out the relationships
of the word groups and selects the par-
ticular meanings which the context re-
quires. To botsow from computer lan-
guage, all of this sorting and selection
may ta"e place on a shared-time  sis;
that is, with particular tasks being solved
¢ an aipzrcntly simultanecus basis. Jn-
less ambiguity has arisen, the reader
moves to the next sentence with no appar-

ent ;l:ause.

All goes well if there is no ambiguity,
buz unfortunately English is often un-
avoidably ambiguous both becz <e of va-

L]
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riant word meanings and because of
structure. Even without ambiguity, diffi-
culties in structure create reading prob-
lems. It is my belief that an under-
standing “of how these structures deliver
meaning will greatlv assist students in
becoming mature readers.

I should like to turn now to the Eng-
lish seatences., I am using the words &ind
of meaning in a special sense. I use them
to refet to two broad divisions which will
be familiar to you from tradit.onal gram-

mar. For purposes of reading instruction,’

we may group statements as to whether
they report action or attribution. Either
they report action or they attribute iden-
tity, characteristics, or description to the
grammatical subject. The reader who is
aware of this distinction has an imporuant
* tool at his command for sorting out mean-
ings.

8'I'his extenc is as far as we can go with
the traditional grammar in this analysis.
It will become clear that many so-called
action verbs do not in fact report action
at all. Indeed, it is my suggestion that
action is reported only gr{”the ast tenses
of a limited class of verbs and not even
by all verbs in this class.

It will be useful to place rhis analysis
of kinds of meanings in a particular
framework. The framework is the direc-
tion in which thought flows through an
English sentence. We tend intuitively to
suppose that thought flows constantly and
continuously from left to right—the direc-
tion in which words are laid down by
writers and printers of English. There is
nothing in the nawre of human intelli-
gence that requires this order. Hebrew,
Arabic, and other languages are written
and printed in other directions. Yet be-
cause we read and write from left to right
in English sentences, we tend to suppose
that this directional pattern is inherent in
the language. !

-It is important to understand thatltl'n a
great many English sentences the flow of
thought is not simply left to right but is
in fact circular. It is important, for one

thing, because of the emphasis on rate-

of ~ading that persists not only in schools
but in adult reading clinics as well. Let
me make this one further distinction. In
mature reading the eyes proceed steadily
from left. to right except for conscioas
regressions, but the mind does not. This

-difference is possible again because of the

difference between the very high speed of
the brain and the relatively low speed of
eye muscles. )

The prot of the action sentence is
Tom hit the 2411. The meaning flows or
accumulates from left to righe. The
word bit is a so-called action verb in the
past tense.

The prototype of the attributive sen-
tence is Tom is the president. The verb
is a form of be and is called a linking
verb. Note that the words following the
verb refer to the word preceding the verb.
The flow of thought is from left to right

_and back leftwards to the start of the sen-

tence. It is in effect circular. This same
phenomenon occurs with all linking verbs
such as look, remain, stay, sound and with
get and keep when used in certain senses.
The meaning delivered in all these sen-
tences is identification, characterization,
or description. Or to use our general
term, it is attributive.

Now notice an interesting thing. The
same effect occurs whenever a form of be
appears in a verb phrase. It occurs in th
progressive tense forms: )

Tom was hurrying.

The birds are singing.
It also occurs in the passive verb form:

The house is sold.

The quarterback was injured.

The car had been wrecked.
In all of these instances, the form of be
seems to turn the flow of thought back to
the beginning of the sentence. The mean-
ing is not one of action but of attribution.

The verb have is a troublesome one for
linguists. When used alone it is classed
with verbs like 471, as a so-called action
verb. Yet it never refers to an action even
in the past tense.

Eve bad a cold.

The Senator has had a change of heart.
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These are not reports of action. They are
static, descriptive statements.

In a similar way, it can be shown chat
the present-tense forms of so-called action
verbs do not report action but are essen-
tially scatic and descriptive: Ice melts.
The dogs bark at night. )

Most interesting, perhaps, is the effect
of those auxiliaty verbs that are called
modals. These are the words can, must,
should, dare, and the like. They always
appear with the base form of the verb.
Their function is to indicate an attitude,
a mood, or a1 potential. They do not re-

ure action bur the potential for action.
ey arc_genuinely attributive.

The bus should arrive at any moment.

Jack can play the drums,
What I have been leading up to is this:
in our grammatical study of English, we

make too much of action. From the stand- -

point of mecaning, action is reported in

only a limited number of sentences. In 2~

far greater number, the report is one of
description or- identification. The meaning
is attributive.

I suggest that the traditional grammar
analysis is not useful in teaching be-
cause it over-emphasizes the element of
action. It tends therefore to over-empha-
size the accumulation of meaning in a
straight lefe-to-right direction. This pat-
tern of delivering meaning occurs only in
the rclatively small number of sentences
that really do report action. In the far
greater number of sentences, meaning is
attributive and is delivered in a circular
manner.

We do a disservice to children when
we transfer the traditional grammar analy-
sis to reading, cven when the transfer is
merely implicic. We give the child a men-
t:1 sct that does not accord with the real-
ity of his future reading experience. It is

* of course quite possible to teach reading

without any reterence whatever to the
structure of English sentences and the
means by which they dcliver meaning
But it seems self-cvident chat an element-
ary understanding of what is happening
in a sentence will enable a reader to deal
with it more efficiently.

LINGUISTIC ASPECTS

What are the practical considerations?
What can be done to help the child who
is learning to read? We would do well at
this point to consider how a mature
reader operates, for his methods are the
goals of rcading instruction. To restate
more simply, the goal of reading instruc-
tion is to produce mature readers.

It would be neither appropriate nor
uscful to atcempe-a complete definition of
the mature reacf::r. What we are concernc:
with here arc the strategies he uscs to
deal with the parterns and structures by
which sentences deliver meaning: (1)
The mature reader does not expect to read
continuously at the same rate. (2) He
expects to halt on occasion, to retrace a
sentence in his mind, or to reread it.
(3) He holds mcaning in abeyance until
he reaches the end of a sentence. (4) He
is alert to cues which distinguish action
and attribution. (5) When attribution oc-
curs, he follows the circular pattern in
which meaning is presented. .

This time is not a proper occasion for

-—laying down a list of specific teaching de-

vices. The most than can be done is to
call ateention to the genenal principle that -
meaning accumulates in a straight left-co-
right dircction-only in action” sentences
and that meaning is delivered in 2 circu-
lar manner in non-action sentences. The
obvious practical step is to call attention
of teachers and children to this distinc-
tion. The most helpful clues are the verbs
and modals as describe ! above; that is, -
the verb e and the verb barz used alone,
and the modals such as can, could, might,
indicate ateribution and make the flow of
though circular.

This understanding of English scn-
tences mighe conceivably place a powerful
tool in the hands of readers. Properly
reinforced in the classroom, it could lead
children to the goal of mature reading.
I belicve it is worth serious consideration.
But it is only a beginning. Much more
lics beyond, for the mature feader must
be sharply aware of the basic structures
of the sentence and of how they are re-
lated to one another, 1
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Better Reading Through the Recognition of
Graramar Relationships -

RoOBERT L. ALLEN®

A new approach to grammar, sector analysis, helps students understand
sentence unils and their relationskips. Understanding sentence units is
indispensable to mtelhgent reading.

N,

|

NE OF THE FIRST stages in a
child’s reading—if not the first
stage—is that of recognizing and

=== =pronouncing words. The child may

pronounce a given word aloud as a
result of recognizing it as a whole, as
a word he already knows; or, if it is
regularly spelled, he may pronounce
it aloud as a result of having learned
to pronounce orally the combination
of sounds represcnted by this particu-
lar spelling pattern (and he may not
even recognize the word until after
he-has pronounced it). In either case,
however, it is probably safe to say
that at this stage he reads largely by
words.

But the mere recognition of words
is not reading. Reading is finding out
what sentences say. For this reason,
most first grade readers introduce
words not as individual items but as
parts of sentences. In the introductory
stages these sentznces are usually sim-
ple and short, of the kind the child
might say himself—sentences like
“Fluffy is a cat” or “Fluffy has three
little black kittens.” Even if the child
reads each sentence word by word
rather than as a total unit, it is still
likely that he will be able tc grasp the
meaning of the whole sentence if he

knows the individual words. But this
kind of word recognition will not
enable the child to understand more
complicated sentences. To be able to
read longer sentences intelligently, he
must be able to recognize (either con-
sciously or unconsciously) the gram-
matical positions that the different
words occupy. That is to say, he must
be able to recognize the structure (or
grammar) of such sentences.

There is little difficulty in recog-
nizing the structure of sentences like
“Fluffy is a cat” and “Fluffy has
three little kittens.” Perhaps the most
important grammatical relationship
in an English sentence is that between
the subject and its predicate, and in
each of these two sentences the sub-
ject is a single word. English-speaking
children seldom have difficulty with
sentences like these since, as native
speakers, they already know the dif-
ferent kinds of grammatical relations
that can hold between subjects and
their predicates; we do not need to
teach these to them. But all the sen-
tences our children have encountered
before beginning to read have been
spoken sentences, and the subjects in
such sentences have consisted for the
most part of single words or of fairly

* The Reading Teacher, 1S, (December 1961) . 191-198.
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simple constructions. And even when

- long, complex subjects have occurred
in the sentences they have heard, .

such subjects have wusually been
marked off from their predicates by
junctures or other mtonatxonal sig-
nals.

Junctures, however, are not repre-
sented on the printed page. As long
as a child is asked to read only sen-
tences with single-word subjects .. .
objects, he will probably have little
difficulty: the spaces preceding and

following the subject words and ob- -

ject words help to mark them off
from the rest of the sentence. But un-
fortunately, written English does not
make use of similarly unambiguous
signals to mark off units larger than
words (except sentences and certain
kinds of clauses and parenthetical
exprussions). And yet the recognition
of the boundary lines between the
sentence-units in a sentence—that is,
between the units occurring on the
sentence level-—is essential to the
recognition of tiie structure of that
sentence.

An example may help to show why
the rccognition of such boundary
lines is so important. (This example
also shows how poorly traditional
grammar prepares us to recognize
the really important units in sentence
structure.) Most English tcachers
whom I have asked to pick out the
prepositional phrascs in the following
three sentences have marked each
sentence as containing two phrases—
in each case, the two phrases enclosed
between parentheses:

I put your book (on the tablc) (beside
your hat) .

1 Eut your book (on the table) (in the

H tooll‘) the book (on thc table) (in the
But if this analysis were correct, the
structure of all three sentences would
be the same. Actually, however, the -
three sentences differ fundamentally
in their internal structure, and the .
differences are of crucial importance
for the proper reading of the sen-
tences. The first sentence, for exaim-
ple, contains five sentence-unit, of
which two are prepositional phrases:

1/ put / your book / on the table /

beside your hat.
But the seccnd sentence contains only
four sentence-units and only one
prepositional phrase on the sentence
level:

.1 / puts/ )our book / on the table in

the hall
The third sentencc contains only
three sentence-units, none of which
is a prepositional phrase: <

I / took / the book on the table in the

hall.

In the second sentence, the phrase
in the hall is part of the larger phrase
on the table in the hall; in the third
sentence, the phrase in the kall is part
of the larger phrase on the table in
the hall, which in turn is part of the
noun-cluster the book on the table in
the hall. The phrases in the last sen-
tence are not sentence-units; thcy
function on levels lower than the sen-
tence level. A good reader must be
able to distinguish between sentence-
units and lower-level units.

I have already suggested that one
of the most important boundary lines
in a sentence is the boundary between
the subjcct and the predicate. Unfor-
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tunately, however, this boundary is
marked no differently from the
boundary between any two words. I
have felt for a long time that small
childzea just beginning to read might
be greatly helped by printed mate-
rials in which the boundaries between
sentence-units were marked with
longer spaces than the spaces used

. for separating words. Eventually the

spaces betwecn sentence-units could
be gradually shortencd until they
were of the same size as other spaces;
by that time, hopefully, the children
using such materials would be able
to recognize the boundaries between
scntence-units on the basis of syntac-
tic signais, as every good reader must.

The ability to comprehend a compli-
cated sentence and to read it intelli-
gently depends upon the reader’s

ability to analyze its syntactic struc-_

ture accurately.

There is a real need, iherefore, for
some instrument by which we can
teach our students to recognize the
borders between syntactic units, es-
pecially those on the sentence level.
Such an instrument must be based

upon a sound linguistic analysis of

English structure rather than upon
the mythology of traditional gram-
mar. In addition, however, it must
be a practical instrument, one that
can be easily taught (and easily
learned). It must be applicable to the
structure of written rather than of
spoken sentences. And above all, it
must make use of the knowledge our
students already have of the structure
of their language. For example, they
already know all the different possi-
ble relationships that can hold be-

tweeri a subject and its predicate,
although their experience of subjects
may until now have been limited to -
only simple, short subjects. Teaching
them what a subject “is” or “docs”
would therefore be a waste of time,
but we must be able to show them -
how to identify even a very compli-
cated subject, of a kind, perhaps, that
they have never yet encountered.
They can then carry over their “feel-
ing” for the grammatical relation of
subject to predicate to this new, more
complicated subject and predicate.
The feeling that all native speakers

‘of English, including sm-" children,

have for the difference between sub-
jects and predicates is probably re-
lated to the difference between the
neminal (and adjectival) kind of
material that usually turns up in
subjects and the verbal kind of mate-
rial that usually intruduces pred:
cates. As long as scntences are of the
type “That funny old man likes cats,”
or even “That funny old man in the
housc across the street likes cats,” a
child” may have little difficulty - in
“ac mulating” the whole subject in
his memory. storage until he comes
upon verbal material (that is, the
word likes). But when the subject
itself includes verbal material, most
chikiren probably find it much more
difficult to grasp the structure of the
sentence without special assistance or
training. For example, a child who
has “stored up” the words tkat funny
old man, to be related as subject to
verbal material that will turn up
later, may “releas¢” this stored up
subject at the first occurrence of ary
verbal material and thus assume
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' (unconsciously) that ikat funny old

man is the subject of lives in the house
across the streel in a sentence like the

following:

= That funuy old man who lives in-the
house across the street likes cats.

When such a student finally reaches
the words likes cats in his reading of
the sentence, he finds that he has
words “left over.” A good .rcader, of
course; would go back and re-analyze
the sentence; but many poor readers
probably stumble right on, never
rcally understanding why so many
sentences seem to have ragged
endings.

Another kind of subject that is
likely to cause many children diffi-
culty in their reading is a subject
containing participles, and yet the use
of so-called participial phrascs is one
of the distinctive features of formal
written English as opposed to infor-
mal English (which makes more use
of clauses strung alowg one after the
other in linear sequence). Thus a
chil ight take the words that girl
to L. the subject of is ard the verb-
like word writing (or rather, of the
predicate-like word group s . . .
writing a letter) in the following
qucstion:

Is that girl wriling a letter your sister?
The child would then assume that he
was cxpected to answer a question
about what the girl was doing rather
than about her idertity, cven though
here again there would be some
words (the words your sister) “left
over” \

A New Kind of Grammar Needed
What is needed, then, is a type of

English grammar which can be
taught fairly *casily in the lower
grades, one which will help students
to recognize the sentence-units in the
more complicated sentences they are
destined to meet in their later read-
ing. Above all, such a grammar mu:
not be a grammar that emphasizes
words. It must be a grammar that
teaches students to regard a sentence
as a hicrarchy of constructions within
constructions, on different levels,
rather than as a string of words in
lincar sequence. :
Unfortunately almost all the gram-
mars now available emphasize words
rather than larger constructions.
Most traditional grammars devote a
great deal of space to a discussion of
“the parts of speech,” althiough the

‘parts of speech are probably among

the least important aspects ¢. ¥ng-
lish structure. Even in th newer,
finguistically oriented grammars, onc
usually finds the description of differ-
cnt kinds of words preceding ‘the de-
scription of different kinds of con-
structions.

But at Teachers College, Columbia
U versity, we have been working on
a different approach to English gram-
mar, an approach that emphasizes
positions, especially the positions on
the sentence level. These positions we
call “sectors” : our kind of grammati-
cal analysis we call “sector anasysis.”
After identify , the sectors, we ex-
amine the different positions within
various constructions, on lower levels.
We turn to the analysis of the parts
of speech last—-if at all.

The primary emphasis throughout
s on the scctors. We feel that the
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ability to identify the sectors in a
sentence will more than anything else
help a child to recognize the sentence
structure and thus to read it intclli-
gently. We also belicve that students
can learn to write more effectively
by gaining a recognition of the differ-
ent kinds of sentence-units and of
the differcnt positions which they
may -occupy, added to practice in
making up such units and in manipu-
lzting them, in shifting them around.

Sector analysis is surprisingly easy
to teach in its initial stages, since it is
based as far as possible upon the fecl-
ing students already have for English
as native speakers of the language.
This kind of grammar is alrcady be-

changing a scntence to a Yes-No
question, and then changing it to an
cmphatic (or cven a ncgative) sen-
tence, they can casily find the two X
positions. All the words occurring
between the two X positions can °
then be_identified as the subject of
the sentence: T
X .
The man who lives in
the house across the street likes cats.
Does the man who lives in
the house across the street like cats?

The man who lives in
the house across the street does like cats.

SUBJECT :

X

Tie man who liver in
the house across the street likes cats.

ing uscd with fourth graders as well— Sector analysis promises to be an

as with ninth graders. Space does not
permit more than a brief introduc-

“tion to sector analysis, but one or two

examples may at least suggest some
f the procedures followed.* We first

+ nur students a list of the words
we il “X wonls,” and tell them
that they are so called because they
occupy the “X positions,” of which
there are two in every sentence. By

*A detailed description of this kind of
analysis is to be found in Robert L. Allen,

English Grammars and English Grammar,

to be published shortly by the Macmillan
Company.

cffective way of teaching students to
recognize the mest important units
in a sentence—those on the sentence
level. And there is already some cvi-
dence to suggest that the ability to
recognize sentence-units and the re-
lati nships between such units may
help students to become better
rcaders.

+There is one possible exception to this
“rule.” Certain “middle adverbs” like still
and really may shift from their usual posi-
tion following the sccond X position to a
posizion preceding that X position, as in [/

really have finished my work. (CE I have
really finisired my work.)
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Some Notes on Syntax and Meaning

Certain aspects of the relotionship between syntax and the comm nica-
lion of meaning, with some examples of the ways in w:hich meaning

results from syntax.

SUNMMER TvEs®

LTHOUGH a general background

for this discussion is given clsc-
‘where in this issue, and although it
is written as a kind of supplement to
the following onc by Professor Allen,
T wish to make three basic assump-
tions more explicit. The first is that
the piimary operation in reading is

~ dual in-nature: A person interprets

a sequence of graphic marks as a
scquence of linguistic symbols and
then derives meaning from the lin-
guistic symbols. Ixperienced readers
perform this dual operation below
their threshold of attention and may
not realize that they are doing two
things rather than one. Methods of
teaching reading usually scparate
these acts and deal chiefly with the
first, assuming, at least in the carly
stages of instruction, that the second
requires little specific attention.
The second assumption is thac any
successful method of tea hing read-
ing is necessarily a lingvistic method,
for its purpose is to teach the com-
prehension of linguistic material. It
must adopt suine views about the na-
ture and details of this material. Cur-
rent methods differ, however, in the
linguistic views which they assumc;
some arc based on the traditional
content of the language arts pro-

Il Readmg Teachies, £y, (Decenier 1961,

gram, while others select details from
morc recent linguistic scholarships.
Persons developing methods are. or
should be. guided by considerations
of accnracy and of strategy. In prin-
ciple, the ficld of language study is
responsible for accuracy and that of
reading instruction is responsible for
strategy. '

The third assumption is that the
total language arts program, from
kindergarten through twelfth grade,
should be more positively integrated
than it new ordinarily is. In this
view, reading should not be an inde-
pendent subject but one of the initial
stages of a subject which includes
language and literature in s later
stages. In this more closely integrated
subject, students will move in casy
steps from simple recognition or lin-
guistic symbols to increasingly full
understanding of both the means and
the content of linguistic expression.
In effect, “language” will begin with
“reading” and “literature” will in-
clude “reading.” Ths third assump-
tion implics, I think, that all state-
ments about the language snould be
genceralizations drawn from the read-
ing matericls or verifiable by refer-
ence to them.

In devcloping the topic assigned
179-183, 292,
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to me, I shall discuss the language as
a medium of communication, pre-
senting some detaiss of its grammati-
cal system as means contributing to
the expression of meaning. Many of
these details can be used, even before
any systematic study of grammar is
begun, provided they are introduced
as aids to comprehension rather than
as fragments of a structural system.
I leave the strategy of introducing
such details to those who know more
about clementary education than I
do, but I do not believe that previous
results with the traditional descrip-
tion are determinative.

Languages operate with at least
three {possibly four) essentially dii-
ferent kinds of units, althongh, in a
few instances, these kinds may over-
lap in a single item. These arc: the
significant distinctions in sounds--
phoncines, the minimum units re-
lated to componems of meaning---
morpiiemes, and the relatively inde-
pendent  patierns  of  morphemes
which appear in actual utterar ces—
sentences. {The fourth kind appears
when one regards such patterns as
consisting of, or derived from, one
or more “kernels,” these kernels be-
ing the {ourth kind.) Note that the
“simple sentence™ and the “complex
sentence” of traditional gramimar are
“relatively independent patterns of
morphemes” wnd that a “compound
sentence” includes two or more such
patterns.

To understand a sentence, one
must comprchend its linguistic in-
gredients - morphemes.  viords,
phrases, clauses--their boundaries,
their meanings (grammatical, lexi-

cal, or both}, and their relationships
to cach other as constituents of larger
units, up to and including the sen-
tence itself. Each sentence constitutes
a structural (grammatical) matrix
consisting of onc or more structural
layers. In principle, cach constitucnt
derives one or more components of
meaning from this matrix and forms
part of the matrix contributing ccm-
ponents of meaning to other conrsti-
tuents. For example, “dogs run fast”
contains threc words in an order
which gives certain  information
about their meanings and -relation-
ships to each other. Each of thesc
words could be given a different com-
ponent of meaning by a difference
in the context. The first (dogs)
would : an object rather than a
subject in “boys like dogs.” The secc-
ond (run) would be a -noun in
“scored a run.” The third (fast)
would be an adjective in “a fast
train.”

A mcthod of teaching reading
which stops with recognition of words
is relying on the pupils to ascemble
the manix from the words and to
understand the contribution it makes
to the meauings and relationships of
the words. It assumes “hat the pupils
have acquired the al lity to supply
the proper grammaticai components
of meaning as they have learned to
speak the language. When children
are alrcady fluent speakers of Eng-
lish and are familiar with the stand-
ard usages, word recognition may be
cnough. Bright children from literate
familics will probably learn to read
when taught by any mecthod. Soine-
thing more than word recognition is
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indicated, I think, when children are
desicient in their linguistic develop-
r:nt, when they progress to written
material which is structuraily differ-
ent from conversational English, and

‘when scrious attempts are made to

build a properly integrated and cu-
muiative language arts program.

The grammatical .system of Eng-
lish can be divided into morphology
(matters of word formation) and
syntax (matters of word arrange-
ment), but these kinds of structure
combine® in mutual support to ex-
press meanings. Although there are
exceptions, one must expect the
grammatical meanings in a given in-
stance to result from a union of mor-
phological and syntactic signals. For
example, oniy nouns and verbs take
an inflection often spelled with -5,
but both nouns and verbs take such
an inflection. The formal distinction
between runs as a noun and runs as a
verb is syntactic, and a distinction in
arrangement must be recognized be-
fore a distinction in meaning can be
perceived. Inflectabie nouns and in-
flectable adjectives are not inflected
in the same way, but an adjective
having .an appropriate lexical mean-
ing can be given a nominal meaning
and function by syntax, e.g., “the
best is none too good.”

Linguistic signals necessarily ap-
pear in lincar sequence. except for
intonation, which accompanics other
signals. The expression nf grammati-
cal meanings can be additive, but it
may also be aggregational—elements
are accumulated until a configura-
tion or Gestalt is assembled. During
the accumulation, the elements ap-

pearing in linear sequence are held
in a kind of mental suspension pend-
ing the completion of the unit. For
example, “turn the paper in.” The
finai word is not a preposition but
part of the verb (Hook’s merged
verb). Grammatical elements also
may be grouped in sets, each set op-
erating as a unit. For instance, in “he
was praised for what he did,” the
dependent clause is the object of the
preposition. The prepo:” * ral phrase
thus contains a subj.. nd verb
combination, a possibility 1t is in
conflict with the distinction vetween
phrase and clause given in most cur-
rent textbooks. In deriving the mean-
ing of an English sentence, one must
assume that it includes such units—
structural patterns operating as single
linguistic forms in larger structural
patterns. Structural patterns on any
level may be additive or aggregation-
al and may be continuous ¢ discon-
tinuous (“turn . . . in” is a discon-
tinuous unit).

These facts, and others, require
that a description of English syntax
he complicated if it is to be accurate
and comprehensive. Some linguists
achieve an appearance of simplicity
by stopping short of serious problems;
some others achieve a high degree of
comprehensiveness and accuracy but
use a very compiex or difficult proce-.
dure to do so. The usnal textbook
description just ignores the real na-
ture of the problem. All current de-
scriptive procedures, when applied
pedagogically, now lean heavily on
the intuition of the native speaker at
some vital stage, omit some impor-
tant parts of the system, or do not
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effectively relate the formal details of
the system to meanings, functions,
and relationships. All these proce-
dures have value—some more than
others, of course—when used with
discretion, but it is too early to estab-
lish a new orthodoxy.. Despite this
situation, many details of English
grammatical structure are known,
and I shall review some of these in
the remainder of this article. These
are presented as details, however, and
not as parts of a more comprehensive
analysis. I shall not present defini-
tions and do not suggest that defini-
tions be used with beginning students.
But occasionally pointing out syntac-
tic distinctions in a’reading class can,
it seems likely, help comprehension
and serve as preparation for more
svstematic teaching of the grammati-
cal system.

Even causal attention to English
in action shows that manjy identical
word forms convey different kinds of
.meaning and that the immediate kind
of meaning is indicated, in part, by
the context. The use of runs as cither
noun or verb has already been men-
tioned, ar.] there are hundreds of
word forms with similar dual uses.
Now compare “a 100m” and
“enough room.” In, the fir  the
noun has countable meaning. In this
meaning, it could be modified by
many or few. In the second, the noun
2as  noncountable meaning  and
would be modified by much or less.
Distinctions in meaning may also be
given to identical veib forms, e.g.,
“the boy grew fast,” “the boy grew
tall,” and “the boy grew roses.” In
the first, the meaning .” siew is in-

tiansitive; in the second it is linking;
and in the third it is transitive.
There are, of course, word forms
and przpositional phrases which may
be adjectival or adverbial, depending
on their positions. There are also
many word forms which may be
prepositions (“went up the stairs”),

“adverbs (“went up later”), or parts

of verbs' (“put up on the book”).
And there are a few word forms that
are qualifiers when followed by an
adjective or adverb (“pretty weak”
and “pretty soon”) and adjectives
when followed by a noun (“pretty
scene”’), In fact, determination of
class membership by position (some
worl? ~ay “functional shift”) is in-
here  .» a great many common
words.

A few verbs which are often used
as main verbs may introduce a verb
phrase and convey a special meaning
in doing this. Compare the two
clauses in each of the following sen-
tences.

He used to live in lowa but now he lives
in Ohio.
He has to diive cuefully when he dnves

his mother.
He kept washing nuntil he washed it clean.

The most interesting of such verbs is
get. Aside from its uses as a main
v.ab, it appears ii. six grammatical
patterns, each having a different
meaning. These arc all the patterns
of this type that the English verb
system allows.

Get moving.  (before present partiriple

foim)

He got hurt. (before past participle form)
He got to go. (before marked infinitive)

Get it moving. with inchided object)
He got it stopped. (with included object)

He got it tonm.  (with included object)
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Tie fact that these formulas me
more comnon in speech than in writ-
ing is iirelevant, for they are used
and undeistood generally by speakers
of English and thereforc must be
meaninglul to them.

The feedback of a verb form on a
collective noun, making it cither
singular or plural, is generally de-
scribed in school grammars, but a
similar feedback e~curs with other
subjects.

PLiing cads is fun,

Plasing ¢uds are often made of plastic.
Contrast these sntences with “play-
ing cards can be expensive,” in which
the verb form does not distinguish
between a singular and a  plural
meaning, These meanings are dis-
tinguishable by intonation, but read-
ing i dependent on visual signals.

A somewhat different kind of feed-
back 1 illustiated in the contrast be-
tween “growing corn i casy” and
“growing corn is green.” Both sen-
tences end with an adjectival com-
plement  predicate adjective), but
the meanings of the adjectives require
diffevent intarprdtations of tae sub-
ject words, These sentences can be
distingunhed by wvansloimation
(“eorn 8 sy 1o grow’ ) or by oex-
pansion Ugrowing  tis com s
easy ), for neither this transforma-
tion nor ihis rxpanicn mebes o good
sentence from the second,

Now for 2 wond on aentence pat-
teins, \s tnontoned catlier, a zen-
tonce 8 a kot of Gostalt, a combinag-
ton o parts 1 s anderstood by e
opnizing o patioada sadodtic pate
wern whick refates s o, Howeodr,
to be ricoznizedsa patons must caa-

tain some clearly marked point of
reference. Positic ns in a pattern are
cstablished by reference to *his point.
It seems to me that this point of
refercace is ordine Wy a finite verb
form. Each singlesword yerh that
establishes a clause must be @ simple
present form {with.or without -s) or

a simple past form. Each finite verb

phrase must begin with such a form
or with one of the modals {shall, will.
may, cte.). With a fu identifiable
exceptions. commands begin with an
uninflected vern form, questions in-
seit the subject within the serby un-
less the verb is a form of be or haze.
and statements usually have the sub-
ject before the verb, although other
pesitions are possible if the element
preceding the vorb is a faim incapa-
ble of nominal function, e.g., *‘poot
weie his reaons.” - For poor to act
as a numinal, it must be preceded
by a noun marker, usually the.

The chier basic patterns  which
constitute sentences in English can
be casily discovesed through observa-
tion. Nearly all modemn grammars
give o fist. The basic pattrrn of a
partictiiar SELCROe N Speci or writ-
ing i~ recognized thraugh wecognition
of it~ basic parts, hewr vondaiies,
and 1heir postion inoclation w cach
other, "Moveabics schoas nonsee
st tive panicpid plises ad an-
i adveos bl clewents o D ontsi
the boedc Daticn

Ao nHre 1o on, ther the s e
tebces e o aerated T e one
ISP RO R TPR I F  EFLU PO U PO
tapsfornation, Al b oo o
hem wee conuzaeat, Dast o Tt
ared hameis ore meot da rasne thuno
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Basic patterns assume sclection and
expansicn according to a list of pos:
sibilitics; kernels assume transforma-
tions according to a list of obligatory
or permitted manipulations of suc-
cessive formulas. A typical expansion
is the addition of a modifier; a typi-
cal matter of sclection is the usc of a
participle form as a nominal; and a
typical transformation is the produc-
tion, by suce ssive steps, of a question
from a statement ke, L The differ-
ent processes sometimes require dif-
ferent initial formulas. Pedagogical
applications of both procedures now
assume a native speaker’s intuitive

grasp of the grammatical system, that
is, his ability to use it and to know
when it is being used. but do nat
assimue that he can give a meaning-

“frd “escription of this svstem.

A final wowrd: the discoveries of
the past few years are not simply in-
ventions of new terms but are funda-
mentally  different  approaches to
grammatical descriptionTassuming a
different concept of the nature of
language 1< . The use of new terms
iIs not centre 5 0 @ necessary con-
comitant. N. * of the new ap-
proaches can b: mastered simply by
reading a boeok,
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Lenguage Factors Involved in Interpretation

&
Liviea B, Coor?*

Ow,“ THE past few decades we
¢ -x2 made remarkable progress
in dit-overing how children learn,
and as a conscquence the techniques
for teaching reading uave been
greatly improved. But we have made
cqually significant progress in under-
standing the nature of language as
an instrument for the expression and
communication of meaning. Both
kinds of knowledge are essential to
the improvement—of-teaching, and
the tendency to rate one as more
important than the other is onc of
those tragic mistakes which seem
often to accompany a new discovery.
Our pupils nced teachers who under-
stand both the complex naturc of
the growing child and the cqually
complex nature of language, which
also grows and changes and interacts
upon those who use it.

Mouein linguistics and semantics
bring new concepts to the teaching
of the language arts, although thesc
new concepts are only now begin-
ning to filter down into textbooks
and classroom procedure. This new
knowledge, morcover, is not the kind
of knowledge which can be trans-
mitted in ncatly wrapped packages
ready for immediate usc. It mus* first
be assimilated as a kind of intcllec-
tual nourishment before it can be
used in the countless small but im-
portant ways which a deeper knowl-
edge can usnlly suggest.

*The Reading Peacher, 12, (Felnuary 1939)

It is this fact, perhaps, which
discourages the all too busy teacher,
cager to improve methods of teach-
ing but pressed on all sides by new
bids for his attention. There just isn’t
time to “soak up” a new subject, as
a plant soaks up nutriment from the
soil; time only—so it often scems—
for a quick watering from the top,
if the soil scems dry. We live in a
crowded, hurried age, a “practical
age”.we call it, and our attention is
drawn almost irresistibly to materials
and mcthods, tricd and tested and
guarantced to work, rather than to
new content.

‘It is here, one suspects, that the
weakness of the “modern” position
lies: in an overweening faith in the
immediately workable, and z corrc-
sponding loss of faith in the values
of a deeper, more penetrating knowl-
edge on which we ourselves may rely
as we face the day-to-day problens
of language teaching.

It has been said flippantly that the
place of grammar in the school cur-
riculum (clementary and sccondary))
is largely inside the teacher’s own
head, to be drawn out and used as
occasion suggests. There is hidden
wisdom in the quip, and it is largely
the insccure tcacher, one suspects,
with only a limited, formalized grasp
of his subject, who makes of gram-

-mar a moot issuc, insisting that it be
taught outright, as a subject in itsclf,

152157,
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at a specified timée and p'lace.
When children first come to school

at age five qr -six they- already
“khow” gtammar in a very practical

way: they can put words together -

into sentences, manipulate subjects

_ and predicates, even punctuate oral--~

" ly, by pause and inflection. Who
.among us would not envy a similar
command of a foreign language, tin-
recovmzed and unorganized though

such knowledge be: We t#nd to-

ignore this kind of knowing, and
regard grammar and punctuation as

« sets of rules to be applied to Ianguage

rather than as the very ferve and
sinew of the language itself.

In rfany. minds the word grammar
is assocmtcd pnmanlv with the.idea>
of correctness in speech and v ltmg
A knowledge of grammar, it is as-~
sumed, will protect one irom making
errors in word form or syntax —

_ errors which carry heavy satialpen-"
. alties.. To make a grammatical error

refleets on onc’s cultural background, -
lowers'social ¥anding, and reveals a
lack of schoolmg Despite the fact
that statistical studics show very little”

- correlation between a- lmowledge of

grammar as such and habits of cor=,
rect speech and writing, the idea still’ .
persists - that the” chief reason for
studying grammar is to be able to
 speak and write ad®yeptably~-Wehave -
still to rescue mar from this
limited view and t&Jaccord o it the
full importance it desefves 3s an aid

not only to the expression of me’mmg .

but also to the mterprqtatnon of
meaning. ./

Traditionally. r,fra'mmar is’ taught

- in cmmcctlon iwith speech and writ-

; H .,
S b

) N 89

« ing, rather th:;n in connection with

rcaldmg and listening. Yet a long,
comphcatc sentence, with its sub-
*ject and prednca e separated by mod-
ifiers; or a compr&ssed statement in
verse, .with connecting elemcnts im-
plied rather than drectly expressed :
or an jsolated grammatlcal element.
standmg alone in the lines of a play,
its relationship buried in the context
of the dialogue—these are problems:
that confront readers and listeners
at all grad'c levels as- they struggle
vith meaning. That we have been
'reluctant to take full advantage of
these opportugitics to decpen and

.

- . strengthen pupils’ understanding of

language structure is perhaps attrib-
utable to our prqudncc against anal-
Wi in the study of literature. It all
depends, of course; on how, when
and where analysis is conducted. *
That minute ill-timed analysxs of
sentences has blocked apprecrmon
and enjoyment of a poem or'story is
all too ggue. That it.need not do so
is equal® obvjous. Assuming that
analysis follows rather than precedes
an éffort to'secure-a total View -and
total response, the search for hidden ’
meaning can léad quntc naturally to
the locating and naming of scntence
clements. .
Punctuation, too, we have rcgard-
ed- pnmanly as a disciplire of writing
rather than as an aid. to Teading.
Yet obviously a writer punctuates *
not-for himself but for his reader.
‘Perhaps we would succeed better i
teaching pupils to usc punciuatlon
marks if we first made them aware
of their importance as an aid to
interpretation. That we have not
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commbnly done so is perbaps ac-
sounted for by our teadency to re-
gard punctu:mnu. Fke grimmmar, as
a subject ip ftelf, divorced frowm the
problems of commuication. a setsof
~ yules 1o be learned and fen applicd.
rather than as a set of convenicnt |
J-vices conetantly employed on the
pri et page tor- farilitate the grosp
of meaning. ’

y oo

Rules., of srainmpr or ¢f panciua- .-

tjon, are 1mp\)xan Cchiefly as concisg
summuaries of| facts prumud\' “poted.

\ they often block un-
devCaibing Aunt;i one wwes what
thev-mean. Knowing the les 1s no
anarantee that poe will apph'them;
but applying thesa is proof that one
Lnows them.
< was thinking in this vein the
other dav as ] noted a billhoard
slong the highway advertiviag o Je-
tion fro wmburn: Lan -dor’t vy
Swore the weads that NXeack v ove.
a; first T fcdt the ey Ok esd to my.
car of fere den’l Thih aguis Li\
hank< tomsite davh, 1 reconsiructed
e contem o, usne fan s a verh
Tnstead o 2 mnn. wid the saomime
e lear. . ’ R

Wire 1 back in thie Jooronnn
Thandu  approach the seacions of -
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e b denuiieon, 33 b th wates!
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Pambvzc on the Roail a delightful
novel by Esther Forbes, on the book
jacket of which Johr™P. Marquand
had this to <avi.“T have never sefn
the illusion” of a peritd fearly

1800°s) so beautifully presented.
Somehow she has caught the whole.
spirit, of New England shich I used
to recog ¢ when I vilked o very
old peopt. during fy childhood.”

As T read the book 1 was happily

caware of how it was the language
iSellk a< mach as any other singh?
ekment. which expressed that spirit
amd T hegan to note how many litte
Wde excursions info the feld of lan-’
yruage structur and’ usase a muhm
might pldnAsr a class’of” xoum:qu\
durng the rcadm« of \uah 2 baok.
Jhe qmmt idioms of the stvle-—~
wnch ar “cottoning ent’ {for catching
on 1o <omnthmq. the poctic license
of using the mx;mmnmnc ' “ranid
of? for“could have” —sugreswed-to
e iy feads for ingroducing pupils

Tiothe o ept ol war d«mmumtmn
1o the. anra of swociated meafling
which most wors and-phi axs wear.

il to fhe nes -4 on the parp of prader
nr }L< m‘r o hmom(' wware of thes
Pi:ﬁt oA ;?ri;* flements nf stvde W he

)w‘(" odin, il
verding”

Bor T found an

'3 vead on anetacr kind of fad mic
sied T feamd sentenges

p} soapre foon

-H ;:unn_'.s!x ) fn
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>, 4 tenee would create any real difficulty. .corregtne wight be to ask them to )
} N { of interpretation’eveu for students in supply we missing elements, or to ~ .
oL the late Jlementary grades, but its© Gnd the -way that grammatically’ : .
§ . stiange uxe of Jecp as a transitive -ecMplete parts ore finked together—~ - ' i
T, R verb, and the humorous turn Jof (sometimes, as in the first sentence | ‘. o
b - » 3 thought at the end of the sentence, [ abave, by a comma, If this seems .
, - '\ resulting from-the compression of &’ heresy, consider for a morent which -7 )
e i i whole #éntence ipto”a single verb,, © iz the more important “concept: the - -
- :\ provides_a lead into a discaission of ammaticallv complete unk, or the .o -
S J o language structyre. What is .thffc wapner of indicatng it. There seem | -
. o complete, sentence, which the tivp o be reasons why the author ond . ¢ .
: . wogds “eat themfstands for? Haow  the editors preferred to use 4 cornma .
] "  wol winphrasy/ the thought?"The _ after Tavern, indtcad of a semicolon. R
) 3 P mse of7 quotation marks around the  Were I fo use this passage to help . ,
. P curions idioms scunds a warning that - pupils gain. insights into language ; ' ‘
: o the sords are to be taken with. a - structure I should hefp them find ’
. c e A J erain of ssit. Such tacté-about Jan-  those reasans. rather thun stress*too o LI .o
~ s0age seem to pe-to be worth calling  heavily the “error” of the comma . .
.o © auerition to, helpitg pupils, by skifl  splice. S &
. B . ful questions, to make themrown,  Similaily- T would sct them fo . .
= // A . obscrvations* of the structure  of _loi}king.fm' the missing senten: eele- . ) . -
. o thought. - | . ments’ in, the Yest of the passags, . :
. Here is another Rriel pasiage T asking them 1o complete the ¢lame ;
; < noted incmy reading as ane which  that begins with the subject’ “lees o1 e s
. - ' |, wight Tead o il another insight  than half” —half what? Or, Td ok <" ’
) L . inzo the structre of thout hit thom to add a clause e "Ry refed 4
. - . “Bnut ke oll that vaming that ring to Lawver Gyp Hamowmtod” - o - . B
i : night. sitting arcund the barrdwn of  heginuing with whea. in order 16
A . ) P Pieree '!‘d‘wm. Ty fnpﬂ did people | make oolear the méming which so, b -
L ) R veally befieve all thit? 1) sav for 2 vften ¥ 0 bt fmimd bewesn the o -
. . . Cocs fess thaehalt L those whe, T, ’ : - - L
h i ~ - i didte Dilicve eame Yt alony 1o Sirailarky tie Jast thier soencis ' \
. ! orruy the Fde. fal peforme o of the possage need o be bkiup , : g
. i Lawyer Gyp Hanmfrond Real know-. grammatically wittun onc’s A 0 '
' Ay © & ygomen fike than Jude oo, pavbie. wmind. To wrap the memins the O .y . ot
- Plerer s sure of Mm) T Gender wast Rift the erdur of words ' :
.. ) . L W e onstartds ovdr the failuce supply mistne parts, aml inte, pro . .
R i & ot pupibs o wrognee ootuchr  the Dnmoten of Anezefn BOE ed 'F .
. cvx widtur de vutende fagocat ag e verb or ar sl jecti .u&i Wi A ’ .
N - u"‘q‘? theomaean sewonde, ye cotes 1he conu st of the ~catie what T
" |tk ity rxn%‘gpnsw’i to gy i deesit sucan’ - . : ' L ’
. iy readides Angther pay e an- | Ligening fo the Porns and Allen it <L
U - plgt He problens of mr‘n}xi‘: deal - aheny oo udeishaoge oo o T x C I ’
o Q C e N T l‘ ) ' - ' oL ’
NERIC - 3 4. - R - . ;oo
s . Ao : . S0 .
’.( ;o v ; . .t . e . - i ‘v‘ =
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" statements which nevertheless make
conplete sense. . ; )

92 ) C < LINGUISTIC ASPECTS

~ot e e T .

Wis thinking about this article, T
noticed how Gracie’s humor depends ~ plied to matters one understands, is
ih large part on herfailure to supply-—mote readily accepted. :

the missing parts which in ordiriary- These ‘are but some "of the more
conversation we all omit, trusting to  obvious language factors involved-in
our listeners to supply them. It is the:interpretation of meaning as they
they, as much™as we, who/should a s‘tlggwtcd by one’s own under-
know their granimar—kno®/it well . stan f modern linguistics. From
cnough to accept our incomplete the field of semantics’ come .other
lafiguage factors easily, incorpo ted:
in “our\teaching of .reading and in

= . .

_C.onfonfﬁty for-valid reasons, aﬁ: :

Gracie came bussting in on
! George; who had becn waiting dong-
i for his dinmer, with'-the annotnce-

. ¢, . ment that Dr’ Sor’flcbbdy-oroOthcr

! was coming over to help th¢ Mor
* i - tons (the Allen’s neighbors)  with
oo their marital troul;les.il'..'cqping right

over Gracie’s words, George said to
. Gracie, “How abodt getting ~ dip-

- George,” he's a.psychiatrist not a
cook, He couldn’t do that.” |

Gracie’s delightful humor ‘consists-

.in part of ignoring contextusl clues,

P s et

* ,gether as she listens to other people.

T The point of all-this is that both

rcading and. listcn}ng offer-a ‘wealth
© . of material for helping pupils. 2bo~
. ! .serve the intric'ai:ics of language
structure as it is both expressed and
implied. Were ivl::ﬁ fo use language

will pick up bad-habits of speech and
writing-—and. niore discerningly we
.. would build a kind of understanding
. ' and interest in language as a phex
‘ - nomenor, which would-make much
" simpler the task of teaching various.

social conformities|in the use of lan-

. guage. Q%f:gmty for conformity’s
Tww -—-—gwnsake ifficult pill to swallow..
- v » . . ""4 ) . . E , :.' i
. . R
M*u ‘ Y ‘ .\ ’ l 't h N
. . ‘ R
i ) T !
|

i - | o -
.o ner?” Replied, Gracie:” “Oh no,-

of failing to put{two and t®o to-

1 less fc'arfull);—;-fc tful that our pupils .

* the study of literature. One of these - v

&
has-been previously mentioned in .
connection ‘with one-of the passagesy $ .

.- from Rainbow "o the Road) the .~ - %
.concept of connotation. The differ- PR .

ence between the denotation and
connotation of words is an important
-language factor, appropriately taught -
functionally at all grade levels. Rec- .
ognition of the difference between '
what a word says and ‘what it means
*in its total context is a.’semantic
‘discipline, easily incorporated into
vocabillary study or the interpreta-
tion of literature. As pupils of all
ages Seek-the foll meariing of 2 poem,
response to its _cn}otional meaning is°
as important as grasp of intellectual
content, and the association of words
. is a§ important an iten of content as
is their propunciation, spelling, and
definition,_ I U,
Here again- observation plays”its
distinctive part, and I can-think of
no inaterial more readily available -
for this purpose than that found in
advertising where the ue of words-
to affect judgment hay been devel-
“oped to such a-high degree.Orice
. puipils recognize the rhagic of words
in themselves—even/ in cruder and
more %ulgar. formg — the. way is

Y

!

\

~




. elicitéd by literaty The sourd and
. ;§ " movement of words, theu' rich sug-

g cffects, sometimes by their c
. + tions, are a vital factor in commum~

supplenient meaning. .

-There are other languagc concepts ~ see

- > to be inttoduced to pupils in their ourselves were un
study. of language, alr®ady familiar - it has;
R S to teachers of literature: the concept, * -our un erstanding of the wor
- ~ of irony, innuendo, under- andover- wluchj we live: a world: in whic
‘peoplé struggle desperately fo undcr—
phcnomcna to be first obsérved be-- _stand \one another before it is too
la.ty zt woﬂd in' which the probiems
of - m{nqmcatlon are crucial and
books retailing to- the laymen other nwolvc factors that go-far beyond -
cﬁnventugnal correctness and so"xal

statemcnt. These, tco, are language

fore they €an bé understood.” And
there are an increasing number of-

‘ R N a
-, .

, fascmatmg facts of semantics. New
tests are on the market, too, dcalmg
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/‘;

P

cleared for ore subtle responsa with thcsc more subtlc aspécts of
apprematlon.

Oursis, indeed, arichi content field,”

Ithmk to

cOnfonmty

how miuch it

broadcncd an

"% gestiveness, sometimes by tﬁethonal as well as a skﬂl-sub]ect and the
i rewards of expléring tha field to sce
L ~what new knowledge ¢an be put to
] § cation, not confined tohterature, ‘but . usein_the development of Janguage
IR P uscd‘daﬂyhycvcryohc tocnhanccor ~skill are yand varied. We need,
. exaniirte that filld, to -
i
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S USE QF CONTEXTUAL CLUES - ..° , - | -
N ) As ¢hildren 10ad suecesive passages, they aie condronted by problems of.- .
. ’ r¢lating cach . ovage 10 those’coming before and ajter i, ad of relating # e . T
v . . 10 anwarticl®as a whole. Here the reader considers such mitters s the pra- N :
R R U S posé of the author, passages that precede and give a setting 1o _the one -’ o )
: ‘ i . - currently under consideration, and ¢ setting in oo within 7 book or P .
- : an entire situation which js involved. - . _ . . R
5 - . | Confext Aids.in Reading -~ =~ 2 T . B :
. . Coxsrayee ML McCGrrorea® » N ‘ . o ‘ . . e
i -« . T, , HE: VERBAL ‘woocdsare full of word whose sense, for ong.reasor - T “——w-—-.-‘.\’j
‘. ’ i context aids to réading. Comple~ another, presents a problem. (1)~ o .
‘ - T tion-test writers have borne inadvert- Perhaps ‘the word js a’ complete ¢~ IR
: , ) ent testiniony to this fact with such _stranger in’ form.  We can take the ' 7 1
P I iterasas: “Mary and John wentona -lazy way out and search for its - ) ‘
L s picnic and took pickles and’ olivgs. identity through context rather than 1 C
ot T \fary até the olives and John ate the . study it. For the beginning Feader, - R
N ) ; B et Tssentially, what were  dhisis mtﬁst the lazy way; itis the < . . B
g . . " e test’ writers doing? They were only waysOr, having ahalyzéd the ;- N e
L. s controlling the information in<gd word,Wve study the contest to sc¢ ;o N
ot e e S a way that all evidence led to one ‘whether it makes sense as w2 have 2 N V.
) . . * - " eonalusion. Or, if they found this . solved it, much as we would ¢heick . - XoLw
. . . . Cre ' .. - \
S - .. . control difficult; they covered their the- answer 80 colurm addition by - i . \
S - tracks -with multipic choices w}_xit:h;;,gidding in the revérse direction. {2 ' \
: T _ruled out all but their intention. - Perhaps the word igstrange ih mean- : ) A \\
b Throughout the history of the ing. A technical word such as o . K
'~ taching of reading, many a teacher rihoptera does the novice little ; U ‘
| has said, “Leok at the word. Don’t gopd untl the context reveals the | U T
; guess” But now, we add, “See scope. of its meaning. I may have A ' .
] whether it makes serise it the sen: “analyzed the word conlext-and may S '
! tence.” We recognize that the good - have detérmined its meaning from . ' _ .
o reader not only obseryes words care-  the Latjn as join Logether; but nntil B ; .
J\ fully if neceseary, bt alko thinlx%'of\ I have gauged what tlie author cou- o - )
i RN the relationghip Qf thoscywqrd&_tq cedes in be t.hc seope and n‘att‘xré of . o
i ‘ ; “.gach other azil to the sense of the . context by h‘xs use of it, T am Sf’ll‘fﬂ!‘" -
. " whale. This second attribule of a from my-objective of understanding. Co
. \ . ; “good readeis still an arex of con- (3) The word may be a familiar ofic, . S S :
, o . siderableignorance among us; hence - kaﬂ b‘”f.dv used in onc of its less L o
IR .- * _ this acticle Is > progress report rather cominon senses. The writer speaks of - . . T
N - v, ; - than the ultimates - band norms for a test. The redder .
: S : , A . accustonicd to Jittle German bands. - T
’ e o S 'l'h_oikedd‘:;"s Purpose i“ oot rubber bands, r'(')bbc:; bands, and : » o
. cue e N?' ng Aids . U dbdoniinal bands, is teraporarily L e
SR ~"An_ obvious ~purpose foir\bcing blocke&: It 15 only ‘when the author o
o T SRR interested in contextual aids in read=  explains that band noYms are viorms Tk .
- . . ing is to determin¢ the meaning of a “wwhich describy a broad area of scores Pl )
i . © 'f/ - «The Readwg Feacher, 11, (‘Milllg?f:&) ,‘.!’L?«QQD.'%}‘_\ < . e, . . s
ey I B o ' e -
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reader grasps the analo;fv {4) The

i< word may be used, not in the senise
N ogdu,mrlly denoted by it, but in a,
"\ connotative sense. “T feal at homse

4 here.” The literal reader suffers_a
v jolt. “Ihe ﬁgur'ui\c. reader gathers
# . that the writer is-experiencing the,
i bcnsatmn\ asspciated with his htcral

* But the confcxt prob%xs\ugt“

confined to the matter of the identigy
-of single words in a m'w?: of u:rbal
patterns. It embraces thé =ity of
larzer units, mch as phrases and sen~

-

- tences c\t{l) An author writes, “‘1%e

ultimate  charactet of “perceptual

ob]ccts is that thev are Aristotelian. ~-other books he has read. exper-

. ' pervasive '1djccu\u\ \\hxch are the -
controls of jingression”™ I mag know

. the; mc.xmfng of cach word i this

' passage; mdccd I may understind

compictely : ithe- sentence struetur?  him, R
and the rnl'\bonshxp\ so cffected. Yet. L, oo ;

' ¢ ‘without a %evealing, context. (or a- What Must Ong Nofe" ce k_ .
philosophical background whldt sub- What are the context mds to rmd .
gtitutes for prestnt vegbal context). ing? 1 the pictorial illustrations are Do
the passage js'mumbo- jumbo, {2y anccessary part of the text, certainly v

- »  Adain, an ajthor may \nlt« “This- they must be considered mnte\tml s

anice p’omt.‘ The meaning of this ‘aids. Then thcz’c,,a{g “verbal clues ‘ i
sentenge pivots upon the selection of  representing vacious kinds of idea . .Y
meaning for the wexe ma’ But the relationshipd to the unknown word -
whle meaning is und\e? mmcd until  or cxpm:%iom In the sentenée, ¥He -

the - contet around Whe ientence
. ’ md;mtcs the proper chokee.

. How Far_for Aid" - .

.

" How far must the re ader trqvcl for . more clucs of. durtn;rt t\ﬁpt,s Umall" oy

“aid to the meaning of: the niaterial
" he is reading? Perhaps the phrase or
— . scntence he is reading will clarify his
pmblf-m. Pcrlnpe the p'waqmp}\ or

o : s . ¢ .
T ", L} - : v ! v
. ; .
i - [}
. . - .
2, + McCuLLoyeH ~ S, . 95
. " - ¥ M : '. - ’ .
T .o e
(. mtth than a single \corc that the puaragraphs bcfnm or after the
s K

troub‘l(wi'mt witltbe requived. The ~ o
shade of mdaning in a word wmay
hinge upor the tone aird subict

matter of a whole chupter or book. .
"An '\d’]cctwc applied to a pohtlml

ﬁﬂurc may be interpréted sometimes” :
s:mplv by a reminder,of the toncand— +
slant of the Wdhazine i which it ik«
printed. Meaning to, be attacked to -

a word, or staterbentmay mmvtxmc« .
be \\’Clé,h,(‘(l by the level of -th
Audience to.which it is dirccted-the
£Lxpected interest_gdycation, sophis- .+ -
tication, dnd techoicatbackgiound
of the 1'('1\121\. The reader may e
t6 *resort to ‘much Lugcr contes s
than the pageon which he'is re .xqu SRS

'..?

ichces he has Reard or scen or lived.
In fact, the absencgof-experiences 1o
bring 4o the page may render the
immediaie C(mtc\tudl aids ucdm» to

isa........," thereisnosuch clue,
The missing wmd for '\lP we kpow, *

may-be a compliment or a danma-
tion. But ather sentencet givaoncor- ©

clues come in {'ombm'xt.on‘z rather
‘than singly. .
The expericnce cluoe draws itpon

fhe rc‘adcrn life experience, {A ‘pair ¥ §
N _ WA ;
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"Use oF CONTEXTUAL CLUES -
‘ [J

- . of <crows cawed - raucausly.” “He
) »removed the watch with the deftness-
~ of.a pickpocket,” Life tells the reader

. N - about the.harsh voice of the crow
S " 1+ andtHe skill of the ‘pickpocket. “T
v < . . . boughtbread, butter, avotadps, and

_ oranges at the.g¥ocery.” A child g_'
T ) ! does not know avocados, but k
. -t “the gregery and other foods, classxﬁes
- * 2 avocados as food.-
T - The comiparison or tonfrast clue
. . uses' the reader’s knowledge of one.
S P . word to provide comgarison or con-
- = T4 trast with an unknown word, “Ed”
T : was talkative . while “Bill remamed
' —taciturn.” The ,sentence structure’
provides' 4 parallelism and conrast,
aftd the reader merely thm “the
. opposite of talkative. Knowledge of
sentence, gtructure shduld help hcrer
T * The synonym clug’ occurs when
i the sentence calls fof a repetition of
. . the Same -word, and a syhonym in-’
1
; ¢ had never been
simply, buayant>

L AN * stead’is given.
s . . ' so gay. He wf 7, by A
s T : " “B111 was eager to know the outcorhe.

xtou:” -

i+, . thé strange is a summary of
several ideas|that lﬁve\bcen, or.are
to be, presented: “The room_was
completely dishevéled. Chairs we

overturned. - \Pillows .were thrown

3 : . ° ' ;
¥,
lay*about the floor.” The details of

the description Iead- thc reader to a
generahzatlon, ‘mess,” which gives

Tht stringe wordmay be a re-
flection of a mood or sjtuation. “The
day was dull. .Clouds hung low and

' black overhead. The air was oppres-
sive, This dreary landscapé.cast a

o

- ’

S L o _helter-skelter. Parts of the newspaper -

..
A _

"1 " ’

spell 4mcholy qver hlm é”‘I’he
reader/has to ask hlmself what feelmg
_ the dullness, the . blackness, the op- .
Erqxslveness, the dreariness‘give: him; -
Her brothers started “off “without
ter them. ‘But "
‘to ‘'take me,’ she .

her‘ Mildred ran
. you were. +goin;

[;rotest ed.” Protest is 1mp11ed by t the .

Sltuatlon./ . . .

Th definitjon clue is oncm whloh
the /s’trange word is deﬁned in the
gurroundmg’ context. “The land was
/dry and /sand,y Jt was, in {act,
de:e tplace. * ’

he clue:of familiar expregsion L
.language expcnencc requireg for its
"discovery a reader who has-devel-

oped a famlllanty with certain com- |
mion language patterns.. At'the end

_of afirst encounter, a smile and *I'm
" happy to have made your acguain-

tance” have meaning even to the
foreigner. “As famiihzd as a hear”
and “Have a Jolly Christmas™ are
*“strained but peifectly - underst d-
able dodges of the familiar hunpry

H

and inerry. The understanding \of
qlang chs%\ good tdeal upqrr
situation and.common expréssiony.”
The person is a?%l‘ed and- says,.

don’t dig you e situation an

the common ex ression, “I don’t
understand ypu, ".are the clues. A
person dees éomethmg utterly pre:
dictable, consé

native. “What a square!” someone.
sa?s The useof slang is a convenient

all the work
finding clues.

_The clues just descnbed apply as
well to phrases, sentences anu larger
umts of composmon as to single

interpretatjon, of

him tte intent of dtshe’velgd‘,,,ﬂaﬁwaﬁtlg.m\n&?(eqmener or rea

L}

ive, and unimagi- \ -
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. words.~When,‘in a prcpriiner stor)?,
Mother says, “Here weé ¢ 1rc"[’:_5_hc is
not mcrely " stating . the obvnous.

' “Having gone with her children tothe *

meaning of punctuation must be
aken into account,.

resentation clue, If the new toplc is

_ airport to{rcmeve Fathcr, she is, in  given a new paragraph ifi a serics of

~essence, saying, “We'fe all together
again. I'veé got my mah back.” The
depth of ‘meanmg in the statement

piragraphs i related topics, it Ay

supposed that the new topicis of .

Paragr}’ipb,mg is another kind of

“Here we are!” is'to’be dlscovcred .scries. - If [\\‘nhm a descriptive pas- -
" by analysisiof the human situation _ sage, something is “left unmentioned,
surroundmg those waords. Again,: it/may be deduced that pcrhaps the
somoody has tostay herc and mfn/d strangc word or--expression is -the
“the camp.” This may be a mere missing " Mnk. The faét that th{/
statcmcnt of fact, a complairit, or an * /paragraph or larger unit is organize
' expression of personal rcsponsnb’lny logncally or chronologfcally suggests
or personal sacrifice, It may be said . meaning.-- The reader, thinking

cqual_importance aj 1 onc of the -

" irohicallyy There asé many poss:'be

interpretations: Only the situdtion
surroundmg the words will tell. ,

The clues mentioned "above may
be consideréd sidea clues, There are-
“in addition,’ presentation clues, Dr.
C. C. Fries of the Umvcrsnty of

ichigan, by use of such sentencew

a§ “The iggle-oggled the uggle,” has_

ade'us aware of the importance of "
the order of words to the structure
of our janguage and our meaning.
"By the véry position of wards irt
the ‘sentence, the’ functions' of the
words and, to thls extent, their
mcanmgs are, suggested. The ability*

“These are: all' ideas “of location
- (function; appearance),” is helped .
to identify the strange idea. Knaw-
“ledge of internal paragraph struc-
ture, too, helps him to know what
contribution the strange word is
supposcd to be making. “

* General orgamzatnon may 1mply
nmeaning that is not glvcn in so
many. words anywhere in- the com-
‘position.” The fact that John Gun-

ther’s Insidé Asia started with Japa'n o

_meant somcthmg specnal when the
book wa$ ‘written, -dunng the years

~of Japanese expansion in the Orient.

If the reader ‘does not note this,

‘ of a readeyto decide the identity of .
referent yords (his, who, them, ete.)
is partly”due to his knowledge of. -

ntence structure. .“The owner_of
the kennel who has won many,
prizes,” “The owner of the' Ebnncl
who “has wén many prizes,” and

the contubutron of orgamzatnon #o .
'mcanmg s lost.-

Titles, settional and rmargmal '
headings, footnotes, and mechanical -

 jzation may be additiora] presentar
tion.clues, to the rcaiflem Ta

&
‘What Pro.rou? /

When one contcmpfafes all of the
remarkable variety of clues to mean-

“Thc owner of the kennel that has
.~~~ won many ptizes” may mean two or
three different things. The kind of
referent word, its position, and the

aids such as punctuation and capital- ;.

L]
e

L2
"

a0

B B
— s .

. N\,
N .
~ .
o
: : N
.
~
b -
-
- e
-
. . .- . -
- : .
-—\4\\:’
.
~
RS
R ¢
4 N




- \s - ’ .
R
i

Y

. ing, which hirk ‘on R'evcry'pagc of
print, one woridersewhy anygne has’
trouble rehding for meaning.

. to say about the ability of Americans
~to read with breadth and depth, or
even accuracy, . of comprehension. .
- Many-of us can sound the wordsand .
_ say them, and read them “with ex-
pression,” but are still unaware of
- some of the clues.to meaning.
7 Ongof the interesting obscrvations
made in early research in contextual
aids to reading .was the fact: that
bright children' seemed not - partic-
ularly ]
endowed to profit by the aids. The
* presence of better brains was no
_ assurance of greater awareness. We
had erroncously assumed that, given

the ‘words and,_the sounds, children

" would. stumble upon_ techniques. of

Yeét
research has nothing very- flattering -

mofe able than the Jess well -program
*"techniques as well as ‘require their

N Y

deriving méaping withoit us. We

had thought that keen interest would.

assure depth of -comprehension.

~ To a small degree thése things ar¢

true. But, like every other; reading

skill’ thps. has been_investigated,
- swareness and uge of coptextual aids
" are best effected by direct teaching

and continucus attention. These

because w¢ did mot know"iwell

-7, Use oF .CONTEXTUAL CLUEY

P

enough what they wére or bow to, -
teach them. Until we begin to define  °
this area of leayning and to make it.’

a continuous developmental

a partof
, until we begin taiteach the

- usg, the whole matter of comprehen-

_sién must floundér, For this reason )

it is very gratifying that THe Riap-
NG TEACHER offers the articles that
follow in this issue. Loy

-

Pl
« »
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Context Clues in Primary Reading ™~ -

SISTER MARIAM, O.P.%

n:-mrcmuswq'e‘nu‘nn-
ing from a trip to the bakery.
One of the fourth graders met the

i »sax-yar-oldsmndcthedoorofthe

school. “What did you see when you,
went to Colonial”’ he asked.

.. “Lats of flour and they mix it with -
yeast” “Before-they -baked it they

.. »“Big-con-

putit in a hot room .

veyors. . .. “It takes a ot of people.

* ta make a loaf of

'I‘lustcachu'hudobvnmulygmded
her children in this experience. They

had been - directed -to what. they-

would sece. The results were self-
evident. Careful pre-planning had

panddmdmds.'l’hcchnl(hcn were -
ﬁlledwnththcexpcnenoeandwanted.

totellabouut. -

"The teacbeu job was not donc
howcvu' .The children ‘would be_
given time to make pictures of what
they saw; she would send them home

-with the wish to tell their parentsall..
" about it; but the best'time of all:

would be the moming of the follow-

-mgdaywhenthey (teachcrw:th

brush pen - and paper, the children
cager o contribute ideas) would

‘pool their thoughts about- their trip -
to the bakery. Followed Utppu!\-
"teacher and ’tell het about 2 new,, =

Everyone, “including Jobnny, was
readuig, and that specific skill called

" by some, but more properly

" called -“Context -Clues,” was being-
givenia chance to function. As the’

chlldrerzrcadthechaxtstm'yofibar
very &wn trip, richced no .
‘oThe Reddmg Teach

difficulty because the gap-had been .
bridged between their expcncncc

e

- and the prinied word.

Weweuttgthehkery

We saw the men worki

“We saw big bags of fous.

We saw the dough rise. -

Soon the dough went into the oven..
Tt was really bread. :

The nx-ycabolds easily caught xhc

-~ rhytlim of'the new words and ideas,

for they had experienced the whole
story | themselves. Thus the effective
.teacher of reading provides a back-

~gmundfordcvclopmgtbeuseof

context clues. -
“Because we want’ch\ldms free -

andsponwmqmnthcy

rgad,&hepmcedurcducnbedabwe oL

wruldsccm,tobeamwaytol'ay.
a foundation for just such expression -
in the ptimary grades. We adults are
‘continuously required to ‘use exper:
ierfce chies to unlock meaning, and
to unlock words. We do not dworce
‘meaning from mdmg, no matter on -
what level we work. -We' coriscien- .

tiously striveto lay a solid foundauon ‘ ..

forthnsshllmthcpnnﬁrynwdmg

program.
mchnqwhostcpsbefmme

hghted when latcrmthcday sl)e
dnscovasmgspotonthebullcunf '
~boardorchalkhoardthlsstov/(m ;
- the actual chart each sentence began, -

aqewlme) “Karenfusanewbaby

1, (April 19?‘»8) 2302347 =
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Usk o CoNTEXTUAL CLUES B B

. s ; . . Y . . . C o L ) .
0 brother. Karen’s mother is happy that context clues arc one of the most -~ p
L 7 7.+ Karen’s fathcr is happy. Karen is” xmponant keys, in unlocl\mg words.
- , - .+ happy t00.” Before the day is over It very often hapycm in the reading
’ ’. - many will have unlocked brother situation, however, thdt a two-fold ) . &
and happy bccamc Karen has told jol must be done by the child: (1) : : 2]
. € them what happen ‘ Hcmaynccdtounlockawordwnh . S
SR .~ Actually, w atthctcachcr isdoing more than onc,meaning, and often ' o
‘\ a , . 7 her¢ishelping each child toleam the with mor¢_than ‘one pronunciaticn. ‘ -0 g
B .~ .« < v satisfaction that comés to_an inde- (2) Often mcanmg,and sametimes, | . s . 2]
- ‘pendent reader, the-pcﬁon who can'” pronunciation, hag.tp be dctcrmmcd ] : ¢ ©F
= R ! useall available clues to help himself from the context. Thus, using context ) .
: s read with ease and understanding. clues becomes a circuiar process— :
.t . a ' Teachers generally are advised to  the mcamng derived fromﬁcxpcnc'ncc
- ‘ - follow a series of steps in teaching aids in unlockmg words in context, .
beginning readers to mcogmzc words and the context.actsasa background’ . . .
and to read for meaning. Context* and stimulus for unlocking meaning, .

rr

‘show. Thcy outline their plans, and
commnttcc work is done. Flowers a

- | T ) _clues merit a pmmmcnt place in this
' ’ _iotal reading plc;nnc Going hand in
~hand with: expcncncc, they help

o ) make functional reading pomblc - What kind of ice—GR A . .
o . Second graders plan a flower kindergartc er give her .chil- - . .

operi the shop for busi-
A story is written (by an *ndi-
vidual'or plinned by the group) and
cach child profits. The vocabulary

* ofthe story (names of flowers, plans -
- of the “what” and “how” of the con-

. struction .of the. shop) wiil not

present 2 readmg hurdlc The chil-

dren will bring experience as well as

" skill to the printed story. They will
-+ use the mcanmgful context to infer

the meaning and pronunclatnon of
unknown ‘words,

" Basic to the use of context clues is
the important gerieral concept that

. reading is a meaningful process. It is

said with a great deal of assurance

_ eprimaryYyeading? The teacher of the

understanding, and pronuncmnon ' o g

In the KM "‘: .

dr T will pave the way for
usufg ‘context clues as an® aid in

very young child is awarc of the - . o . F
importance’ of setting the proper \ . o
atmosphere for a readiness program \

that will give her children a fecling e
of security as they move ipto the - % ¢ .
deyelopmental reading program in . : .
the next grade. Her language arts v )
_Penod will be-alive. Since; she will  * - i N
aim to bring five-year-olds and sto-
‘ries together, she will retell the same " G
story often so they can join in the . . .
refrain. Children easily catch the lile-+ ~ ° LN, ‘
and the rhythni in “Before you . ! i
wink an eyelash, Jack, Kack] Lack, . .

.
- N s
M T

Mack, Nack, Ouack, Pick,’ and .
Quack fell into lire, just as they had . R

been taught. Mrs. Mazllard led the - ’ - T
way into the water and they swam )
behind her to the opposite.bank.”?

0 * L
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Robert McClos\Iﬁy'le has ‘created a
story for children to,absorb. Not.only
the pictures,, but the. words them-
- selves ask for™“read it again.” Each

.—réreading or retcllmg with the pic-

tures will find the-audience bccommg

" more a part { of ‘the telling. It is not

uncommon _for kindergarteners in

the refelling of the story to a yeunger
brother or sister to be, heard to say:
“Mrs. Mallard had to sit on the ¢ggs

to keep them warm. She moved off

the nest only fo get a drmk of water,

. of t¢ have her lunch, or to count her

eggs and make sure they. WC(
-all there.” " » "

What is .happemng to* thls—story-

teller? He is imitating hig tedchér,” °
that is true, but more than éhat heis, -
building within himself, quite fincon- ;

*sciously, the ability to “talk ‘along”
ﬂucﬁtly and with exprcssxon He will

have a firm conviction that thisis a .
good book to read for himself later °
- on because he knows (from heasing)

so many of the good parts: already.

: S'ory Aimosphere ls‘ Sﬁmul

Expcrlencc with books at- the pre-
reading level will greatly facilitate
the learning of- first graders when
they approach thevprinted ‘'symbol.
The wise \ﬁrst-gradc tcacher will

bulld.on the program already begun -

- in the kifidergarten. On a day. early

_ in the fall she will gat

stefs in story fashjon"and begin totell
a familiar tale. It may be one told to

r tht young-.

.\‘ e

.
v

and of course:no one cver outgrows
Billy Goats' Gruff or Red Riding

. Hood. Shemiay begin’ the story her-

self, and then whén the third tiger is
ready to “eat- you up,” Jet Tony tell -
what offering-Sambo made to avert’
the threat. Nothmg is lost in the
break in the story, and ,much is
gained; children are using comcxt
(at ‘the audltory Jevel) to -supply

clues for the rest of the story When -

this skill is transfeired to the, actudl
‘reading situation, it, will not bg -
unknown for t‘an

rr of a story w1ll be. (Notrce

familigr stofies. S.xt in comfértab &
circle fashion and begin a story ‘your-
self. Turn to-a child next to you and

ask him to add- something to the °

story’Then have turns taken' around
the mrclc It ‘shoald go sorhething_.
like. PRI T

The teacher starts:.. ““Tom and
Ti_were twin boys who.lived on a
farm. One morning they* woke up to

- see their pet ... .” ]ame adds° “
.lamb run out of the
] hurry ” Notw-it is K i 1 tugy.: “Thc

m a, blg

twins heard a “funny noise as if onc

to anu&patat
outcOmw, or to predxct ‘what *the -

-

other.animal was hurt.” Laxry comes -

10 the rescuc with: “The only. thing
‘for the twins to do was.to- rusteto the
barn and see what was_the mattcr
TW sure were scai"ed SO

the class last year, or ene of thew The sixsycar-olds aréizgkmg along

perennial favorites. Black Sambo or
The Three_Little Pigs .can be used,

*“From Robeit McC!osky, Make Way fot Ducl.
Ima:, pubhshed by Vlkmg

with their xdcas.vand the context to
guide them: 'I’he,grouncb)rk for the
' ideas was laid, the teacher gave them
an_oppdrtunity to ust the ideas, in

.

»




.
B SISy
RN

SNy
r

»
)
L4

|

p Wz?’r’i*i."'?? ;’ﬁ"'

Je o
015

-

skill'we want for children’.

e Jut.a qucstxon, “How do )ou
. thin¥ this 'sto.

“aftcr thc-hdc _

S

~
"y,

il

3

W.""
=

x

2 ~~“reader. Doyoumzhforadnctlonary
" “cach time you meet an.unfamiliar-
wordmthemonnngncwf»papctfrm
a _magazine? Or do 0 you unlock the
word from thq,wayqt mgkes in
. thcartxclc’ T ie
" Afford childrcn the oppomlmq'
to choosé from two.or three words
““the ‘one that will best<suit the con-
. text. Skill in discriminkting between
wordsls an-aid to- rqadmg at -any

.. / For’ vanety in- motivati

s mak a chart with a mother

and her baby..In the pouch
mqthcrkangarooplaccasem
that has a word_missing. Ask
d to read the sentence and
fn;om the s?maller kangaroos

- of
>en
. the ¢

- v .

Woﬁs’

Seco‘:(’l‘ and third graders find
satisfaction in_discovering muktiple™
meamngs for the sape word. The

book Sparkel and Spm, by
in doing this. Use the caption,
for? fo:- the

context thus bndg;ﬁg another gap
between cxpcncnceond the learning.

. Usr:,'os CoNTEXTUAL CLUES

gboard “What ., are words? -
Words are how what you think. in-
_side comes out, and hdw to remem-_
ber what you might forget abou”
Then let the children go ahead.
to discover. ““Watch” et Karen
means waiting for her Daady; while
“watch’ for Robbie is the birthday -
glft from Grandpa. “Sick” means
what a boat does in dangtrous watcr .

: ,toth:rd.grachlchad while to Ann

1tns‘aplacctowashdnsha Butch. ~

¥ >-pictures “hom” on a bull’s ead;

“:and Sue_hears “hom” when her
brothcr pracuus«lm instrument. «
. Oruse - this quotation from the
-same book: “Sometimes onc word
- sounds the same as another, like hair
and hare or paig
- difficult to.sec the possibilities in these
fcwwordswhm used by a stimula-
tmg teacher. This meeting of words
“in context-and applying experience s
tothesymbolsto unlock the new
word is a fascinating exercise. .
- The twcherofpnmary children -
who motivates her mdmg by the
followirig types of situations is de-
velopmg‘ an awareness of context
clues in her children. “This is a
story about a pet the children found

, on their way to school. He was a'_“

small ariimal with a bushy tail. Since
‘he likes to eat nuts, we know he isa
———» Exercises like this ‘can
be used as mdependent work during
the day. It is good to have a supply
of riddles tucked in an envelope on
the “choose” table. Label the en- .
velope “What Am 12 Another
" éxercise to promotc awareness' of
context clues woilld -be typctf sen-
. tences with one word missing. Give

e
-
. _ .
- . r

and pare.”'Itisnot °
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thechildachmecoftwowo/rdsand start ‘at a prc-rca }evél and
let him ‘write the sentence] putting  continue until .he feels that sccurity
in the correct word: Senténcqp may thatcansmthmccesmatask.ln
beillustratedtooﬂ'ctvanety o tli:schmatcof“mdmgformean
.~ What are we trying to do for chil- ing}” * “meaningful approaclus,
drcn’ Through well structured pro- “understanding -of " reading,” ‘etc.,
. grams of * reading instruction’ we childrmlamtomdformnmg
~:amstthcchildmmngthevnal They will be - readers::
. context clue in g words. We  the gap will have been bridged bc-
‘(ldphmmcthcskilloomfortably, tween their -experience and their.
,,bgmmngmthstmq,'books,and mdmgskill.'l‘hcywillhaveone
i aculalactmnsthatpmmotc'gmwth morctooltomd.themmdlscovml%
“ in undastandmg and meaning. We - thewondcr of words and ic 1dws.
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.- was England-rather than the United ~
- - -States: Since modcratcly prosperous
people did not-have cars in the days

of World Wir I, the conflit™going

. od was probably World Wart IL

" There had evidently not as yet been
great destruction, and the time must .
therefore bé about 1940; -Without
too much difficulty herc was the
answer: Englarid, near London, -
1940. Interpretation in this case was
fairly easy to work out*but the more
basic questlon was why these young-

rials, had not learned~how they
S could independently usc resources in

the text as a whole to find time and
. placc. For just.as we derive a word’s
- meaning from those “othef words

. ¢ . -

: untll,thc

* . sters, reading rclatwc]y casy mate- -

*The Reading Teacher, 11, {(April ]1(1;8) . 931238, v
A e .
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LT . t .= .
L he I.urger Comexf. Seﬂmg NG
A . -
S R Vo - -t
i ’ . . V- :
% THE err E book bcgan mth an which surround it, so we must be
: account of a short motor trip.to .able to determine xcttmg. Often even
‘Eton. The readers krjew how to find:  the very literal meaning of a sehtcnce
: the méaning of a word from context,  depends on the'scene. - .
7 L .. ,and so guessed that the “petrol” Time and place must-usually be . -
~ ¥ *Which' was ‘put into the car and derived from context. Once -dis# °
o measured in gallons muist be gasoline.  covered, however, they themselves’
> But though they could read aloid as " form a larger context, a setting in
. though they yndcxstood and though  which action; the characters of the
I A 1 vidual words were clear, they . actors, and the final -meaning are to
b st were vague about what was be undcrstood For cxamp]c, “to go
g4 Qn_g on.-The teacher began to ask . by train” to California in days of the _
+ about the scene. Where was it laid? prairie prairic schooner does Tiot Tean the
“Wher? The readers did not know. same as “to go by train” today. The _.
- There was mention of a war. But, cuesin the story setmEng!and prob- -
. i - they affirmed, the author did nottell -ably seem obvious to you, the present
- . them what war, or time, or place. reader. The-*adolescents concerned, .
~A little analysis. clcarcd things up. however, avere confused, and obvi-
=1, “Petrol” was a hint thatthe country, " ously”cohild not understand events

ting was clear.” :

Perhaps a word should be said |
heré abeut the differences between -
the familiar screen story and the
written tale. ‘The sentence, “He
came riding up to tbc village store,”
Jeayes to the readér the’ costume of
the ridér,*the typenf"road (a dusty
trail? a wide paved:avenue?), the
height and building material of the
“stor¢;"pand so_forth. The movie
furnisttes ali of these, There is no
doubt ;hat the picture puts much less
burden on the” watcher than the
written narrative does on its rcader.
For this reason, the problem of con-
text in the larger sense of setting may .
nced more careful teaching today
than in a preyvious generation, -

i
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/‘How can the rcacfcr finid hgs lob‘u
tion in space and time? Spmc§ of the

snmplest tales, ‘of course,; begin by
*"saying, “It was in a little wllage on !
_the coast 6f Norway.in the. year -
12

_older réader..Even young readers.

are. We mlght consider sonfe of thcm
heze. - >

Hints as\o Jatc and placc .often’
go together. Mention of Richard I

of Epgland furnishes time, agd pos-'

sibly-place, though he was a wander-

) . ing man and might appear it many .

" places ‘on-the Continent; Rithard
< represents one kind of cue, however, °
the fanious name. Al interesting dis-
cussion. will frequently occur” when

.one asks the sirople question, “What
areﬁmentloned in

famous persons
your latest-read book?” We often
‘make the point. that reading fiction
is onc .method for enriching history.
It isof questionable value, however;

sf:

%

unless -the story gets placed -in the .’

stream of events. Youngstcrs are
easily interested in using great names
as clues, assocnatmg them ‘with dates
and events. Famous names are there-
fore one contextual device. « "~
. A second sét of clues to time and
'placc is found in means for transpor-
tation. How. dxd "the charactcrs
“travel? Not infrequently someone
arriving or departing appears in the
. early pages of a book. How did he
come? By horse? If so, is the saddle
' ;,mentxoncd’ Perhaps hé was carried
in some sort of basket or sedan:
(Sedan; means ong thing in the

2> This: far-from-subtlc m¢thod
s uScd in books for the very yqung, :
or for the less a"ble, but rarely for.the,

can, howsver, learn what the signals’

Umtcd States foday, anothcr in '1750
Europe.x Or-he came in a wagon,

: “mllro d carriage-may be a hint. A
planc or larger ogean liner points to
modern times. "

- Tranisportation s, howevcr, ’g

better clue fog the past ‘hundréd than

" for earlier"years. A man- mig t, in-
» deed, travel by horse in ancient Italy,

o: unnl 1960 in England, or m the

‘early United States, wii

v speed and- with- similar fci'luency,":’

\ Transportation'is onlya rough sign,
rand this may be- dlSCllSSC by your
class. “I know,” said -a
this story happencd aftér 1790 be- .
cause the people were on a steam-
- -ghip: ‘but I don’t know how much‘

. 3&&8]’.” . ’

* Buildings furnish clues. An Amcr- )
ican house with a huge kitchen where
.cooking goes on:at a ﬁrcplace prob- -

ably indicates a setting of a hundred
‘or more years ago. Is ther®a great
hall, typical of feudal. Europe? A

stone castle? A ‘sod house? A log~

cabin?, What of the surroundings?
Are thcrc primeval forests, - city
streets, country lanes? Young readers
will find. attention to all of these
clues more interesting when they see

that -the details of the sctting are

meaningful.

-Another mtcrestmg set of . clues is -

clothing: the cloak, the full skirt, the
toga, the ]crkm armour, uniform.
Furniture is also a clue: the sofa-or
the couch’ or davenport, the great
curtamcd bed or the closet for. sleep-
mg, the mat, the hammock. 3o too
is food and its storage:. thc kettle of

: gpucl on the hearth, the roast n£mcat -

_or bytrain. Ifthelm,ter,thctypco¢ - ’
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* on-the Spit, baked/corn_bread,. the

. fofmal dinner, wines, wild -game; -
home dried fnntd, on frozen foods.
There are the /deep wells, oPld
springs, cool cellars; refngerators
Other igns can ‘be found in' occupa-
‘tions and in class groups: ‘students,
seils, pxmtw, “knights; pilgrims, °
sailors, farmiers, factory. workers.
There are pioneers, prospectors, cow- :

2 s boys,“and gold-rush- men. There is

"7 the time-when women of micans work
only in their homes, 'when the mis-
wears keys on her belt, when .

womeit work in the fields. These
‘activities »»tacd to the partxcular
. ‘country furnish’ clués ahout ftime.

~ Ccrtamfy fio’ one'would suggest °
s gwmg students a -list of clues from
. which to détermine setting, but that
. is not necusary In the intermediate, -
and junior high school; years indi-
“vidualized reading should be. abun-
dant. All too oh:}fach book is
followed by a “book report;” a dull
.pxcce * of writing, a deterrent to read-

"+ ing itself. Instead, much more proﬁt-
.- vable discussion_can be built around

the questions: J&t suggested.
example was taken .
from an actual Ta:$rooin, situation.
A seventh-grade Heacher directed
cach youngster in the ggade group to .
bring to class'the book he was cur-
‘rently readmg (or had just finjshed).

e .assigngaent was thade several
days in—advance to ,assure the

_presence of a bﬁbhr{:ament
When class opened, cher

asked tht simple questions: “When-_ j
did your-story take place? How do
you know?" Only about one-fourth
of the class’liad some idea. To: her’

. readers had ‘not" con\plamed ‘of,

" and then to answer the question,

;'\.

§urpnse ‘must of the2 students’ could
angwer no ore deﬁmt;ly than “nqt
long ago” or “a lo tlme ago.” :
Despite these vague' e , the, .0

Tailure to understand-nor of difficulty".
of the fext, though some _had gaid -
theu' "books “weren’t very interest-,
-ing.” Obviously, Ypany did.not ex: -
pect to-have definite answers.” Ques-

, tioned concermng plaee; equally .
vague statements ‘were. .
“somewhere on an ocean,” “on a R
coast,” “out west;’ » “on ‘a farm‘,” in

- a*forelgn country.”

. The teacher pomted out clearly
that the -vague “answers were not
enough that therc was somethmg
better. She gave orie or twoexamples .
and then asked for a list of clues
which-the class could suggest from
experience or imagination. Of course
thé -youngsters ‘listed® many of the
vesy items\mentioned ptevxoudy
this paper.

* The next step was t0 ask the young
readers to tum to the first chapter of
_their books for a little silent reading,

LI 1

s

_“Whatisthe first cluein  your book?”?

Both answers and ‘questions came in

the responses. Sometimes the young

_ reader had recourse to a dictionary,

" turning tothe b:ographncal section or

to the general alphabetical lmtmgv

chhonanes, of course, differ in > |

the{r treatmept, of prominent names,

.andthis is an important fact for stu- ;

denfs to understand. Who was this -
tmanorwoman’thndndhe X

Live? A _variety’ of specific’ clues—sx |

persons, | toins, . customs, historical S

eventa——-were named. a.nd noted on
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By, ..
the-board. Iri_answering the ques-
“ tions of where, readers di

considerable pride. Names, of cities, -
- rivers, and mountaifis helped, but .

“students began to ¢njoy noting the:
more subtle hints: After a few lessons
sthe class was finding throughout the-
book -indications of the setfing. The
country school, the unfenced prairie,
.ar the rough cabin now: appeared
srgmﬁcant Presenitly these seventh-
grade youngsters discovered that they

- need not lumip all pioneer life to- .

gether, that there was a eonslderable
penod of time between pioneer’ life
“in Kentucky and pioneer life in the
. Southwest. Many admitted to great

* vagueness as :to just when most

© westerns wete -set. Some few. dis-

covered anachronisms in poorly writ-
ten books. -Orie boy, reporting his

opxmon of a book, wrote: “Care-

“Jessly written.” Questioned about his .

“ comment, he reported “The author
never let you know just when or just

-where the story took place.” Doubt-".

ing, the “teachér e)il;uned ‘the book
,f:,losely' and concluded that the boy’s
judgment’y was sound..

In readmg forexgn stones com-

paratrVe forms -of common names
often prove interesting and helpful ‘
_John, Ivan, Jean, Joharines;’ Jan,

Jon: A few foreign names for places

1llummate¢ hxstory, ‘or that history
gives a background for fiction. Until
we make definite attempt to show

- how these tie together, many - of our

-

L3 3
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‘hngtochmctmngestheqmmg C

,readeraaenseofcou;mandoverhu B
- material; he .can -talk mtclhgently

about his book, can undeutand his
characters. Such ufiderstanding can

be taught by the*teacher trained in °

cither the tcachmg of English or the
social studnes, and is an appropriate

aim “of the common lcarnings and -
core. courses so frequently found at,

the junior high. school  level. ‘An

understanding of setting is especially. -

needed for the highly individualized
readmg which sex and exaggerated

growth diffeences of that age make '
almost imperative. Here is,a factor .
¢ommon to all fiction and all biog-

‘taphy —a timc_and; a place as

background. d . :
Frequently we are aware.in the

later high school levels, of inader nate

control -of . neadmg The teacher who . -

tries, in the senior high school years,

“to discuss-the relation: of character

to setting is often-baffled. One might

ask. whether the inadequacy of this:

‘older reader docs not, all too often,

—San, Mons, -Rio, Berg, Grad— stem from his inability“to discover

may be helpful*and add to-case in
reading.

* Not . until he has worked thhi

these problems of time and -place

. . will the teacher learn how frequently

. they .are overlooked or misunder- -

" stdod. As was mentioned: pieviously,

‘we too frequently assume that fiction

.accutately just what is the scene in -

which the character, operaves, and

whether he mxght ot -read much *

more understandingly . if he had
learned this simple .method of. dis-
covering the larger context,

Two more points should be made.
The first is that critical readmg, of

v i e p W Wt © oSt £ e -_— -
v 2
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‘Usk oF GONTEXTUAL CLUES

which we -talk 'so much, depends "’

upop accuracy. The chilC whGreads,
“They were gathered in at
' ranch, housc,”_ ‘but-does not know
whether thé ranch house ‘was in
Anzona or Illinois, in 1800 or 1880, -

may seem to read intelligently bt
- does not. The youngstcr who knows
only that hxs tale was “somewhere on
the ocean,” but"cannot tell whether
on the Atlantic, -the Pdcific, of the
Indian Ocean, is not'reading criti-
 cally, even though he can’ défifie”
every word in the sentence he reads.
Indeed, unlws questloncd he ofte
‘seems to understand his book because
» in his reports he quota uses vague
terms, or actually igiores the full
context.-Of course he can often read
. orally without @.revealmg his real
ignorance

e are essentials in reporting any

'cyenf. T

. Rom

R g 3

‘we hear that “the
dnd thls,” without distin--
gunshmg betwcqn an. Enghsﬁ act in
11800, 1920, or 1950. ‘Top ‘many

times a man is quoted Without ques- °

tion - as to when and' under what
cnrcumstanccs he spoke.

-This" is not, therefore, a small~ .

matter, this discovery of setting..The
four-year-old ‘may be satisfied with
“‘once upon—a time” and a “far, far
away.place”
‘read: for ‘himself must learn to find
that far- away}ijace, and know: its
elation to the time when once things
ere thus. For ]ust as the word”
slgve had one mcanmg' in classical

“States i m 1850, so an action or an
event, “told in a sentence, a /para-

-another in the Umted .

———
Rt N

RN

; but the child who can®. KK

‘

(o

- graph; or a chapter, has its meaning
The, second point is that time and - coloréd by its large ‘context — the - ‘

time and place of its occgrren‘c_:e.
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BARRIERS

TO COMPREHENSION

. o

x

Any‘teacher interested in developing pupils’ ability to comprechend must
coffsider what difficulties the chﬂ(%cn or youth may encounter. Then cap
be\planned measurés to remove or- at least mitigate. the barfiers to under-
stanling: In this scction are considered such barriers as the diversity, Qf the.

Amexican English language, and the

| . .
the harriers. .

\

. Dialect Barriers to Reading C&rpjﬁrehensio;\
. ] 2 .

+ KenneTH 8§, GoopMan*?
\ T .

HE HYPOTHESIS of this paper is: The
more divergence there is: between
dialect of the learner and the dialect
of learning the more difficult will be the
task of learning to tead.
Each of us's a diglect of English
distinguished from all‘other dialects by its

damaging effects of cultural d€priva

tion. \Also the reader 'will find many constructive suggestions”for mectislfg

. 5 i
'o
»

L *

.t - , N

distinct. divergent dialect to newr standard
in the centers of our great cities. - .
- All speakers. of a_language are ethno-
centric. They regard their own speech as. *
correct and all others as incorrect. Teach-,
ers ‘must avoid yieMing to their own -
athnocentrism. They must accept language

sourids, grammar; vocabulary, and idioms.™ in all its variety. Teachers must also leatn

The dialect each child leamns in- the 'in-
timacy of his’ own home is his mother

.to distinguish language divergence which
" is based on immaturity and that which is

tongue, -his vital means of communication . dialect based., Children’s immaturity in

with the world. It is rooted in his sub-cul-
turé., Some dialects'may be more socially-
prestigeful but n6 dialect is more’effective
than any gther for. the sub:culture which
uses it. Rejecting a child's speech ift school

is worse than_any other kind of rejectiofi .
because it jeopardizes the. child's means -

of self-expression and coggmunication.

Children have become so skilledin the
use of their mother tongue, the native dia-
lect, by the time they start school that
they judge what is right and wrong in .
language by whether it fits* within the
system’ of their own dialects, These dia-
lects are not vulgarizations of standard
English but systematic language strains.
The procgs by which language is learned
is the “sihe whether the, language is
standard or divergent, ’

We use the term-divergent to, indicate -

a dialect that is-different from that whith

the school treats as standard. It is'impor-

tant to avoid labeling dialects as-better or-
worse than others, | - .
Divergent language in an isolated rural
community is mote homogefious than that
of the urban “melting pot.” There is a
diversity of Janguage shading cff from

#Reading and Inquiry, IRA Proceedings, 10, (1963) , 210-212. ' .

language is inconsistent with the dialect
they speak and is on its way out of. their
language.~But dialect-based divergence is
constantly being reinforced by the child’s
parents, frjerids, and neighbory.

‘Teachers mbst abandon the search for
a ‘mythical national standard in_speech
and acceptithe fact that there are several

- regional ‘staadrds, the speech of cultured

users of theWanguage in- each region
Teachers must also disabuse themselves

: of all notions that the written language' .

is a standard. No characteristic of written
language, such as-spelling, can be used to
decide what is correct in speech. Written
language is caly a graphic transcription
of the fanguagc in its oral form. Language

- of children should be.juiged, not on cor-

* rectness but on the criteria of how effec-
tive it is in meeting the child’s expanding
nec;_ds to communicate and express him-
self, . .

In the ofassroom of the divergent sped.
er there are many variants of the langugge®
There. are the idiolects, or persomal lan-
guages, of the child atd his classmates,
Represented in their speech js the dialect
«of their parents and their speech com-

P
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ARRIERS TO COMPREHENSION

110
N ) .

, » munity. The teacher's own informal lan-,
guage is there, But the teacher brings to

. thé classroom 2 more- formal version of
the language: his vi&'\o%how the lan-
Sguage should be spoken. Litgrary formy
of the language exist in the books in.the
room{ In addition -there is the
la e of | dgading texts This
multiplicity of larfguage complicates the
learning. - Vo
Two things are in. thefavor of the

A4

>

divergent léamer jn-the classpoom. First, -

AN all speakers of# di 1

LAl of-4 dialect of language have

) \th’e*’gl:?l‘;ty/to*undetsbg.nd, faifl;agw‘gll, a
range of dialects other than their own,
F:ttidalarlyx if thesé dialects are heard
requently:Second, the spelling of Ameri- *
an English is constant acrosg, dialects.
.No matter how different werds are pro-
nounced the spelling rcmaigs' the same.
W ash-is-spelled w-a:s-b. It is not spelled

.

wawsh, wosh,. or warsh'- . -

£ Now let's look ‘at the s
ge divergence whi

ific areas of
lan
difficulties in learning to read. -

., Phonemes are the significant sounds of _among the grammatical

_the linguage. The stock of phonemes fof
American dialects is basically the same but
. not all dialects use all phonemes in the

- ¢ “same seftings. A phoneme is not a single

sound but 3 range of sounds which the

" _speaker cofisiders, to be’ the same. The
range of sounds in a given phoneme may
-vary from one dialect to another. Homo-
phones, words which- sound “alike, also
- vary. In.my s bin and been sound
alike. But in other dialects bean and been’ -

+ are alike, while in still others Ben and

\

. . been are homdphones. Phonics programs

are based on getting:-the learner to identiz
a sound in his speech with a letter which
represents it in written lafiguage. Since the

sounds of s vary so froni dialect to.

dialect no phonics program could ever be

satisfactory for all dialects. If a phonics
progtam is not consistent with the dialects
of the learner it may confuse him more
than it helps. e L
“Recently some new reading programs
. have apgﬁred, such as the Initial Teach- *
fnf Alphabet, which attemp
inConsistency by providing malerials_igy

.

.. The-syntax’ of

“migh§ “couse;, ».ISb)f:«’f

-We was going ot

ridof

4

which each letter always . represents the
e sound. But to be consistent these
ust either befirmly based on 2 single
standard dialect;or.the spelling must-vary
for cachi dialect group that-uses the system.
- Inflectional changes are changes~in_the

artificial —_words, usually through word eadings, 6~ _
* produce changes-in-tense,. person or
-tion. Dialects. do- vary. in

is resp f%a

see. me with nio-inflectional ‘ending on see

<

is-grammatical-in someé. dialects. By gram- .
,

matical 1 mean-that-this “phenomenon™is
not a case of a sloppy speaker drépﬁing -
word ending, It is systematic in all such_
instances in the speaker's dialect. Alter--

- +nate forms of these word endings are not

the same, in all dialects. T say posts but -
others say post-es. - -
¢ 'of language, the patterrs *

and rules of language sequence, vaties

sofewhat among American English diz-

Jécts. Some dornot use the present tense of

10 'be in many utterances. They may say,

He ‘bome now for_examgle. Verb

forms and verb markers (auxiliaries) are

the _gramdns elements which_ A

commonly vary. Some -speakers may “sdy” /.
. s yong I dongptsla.!fmesé nﬁffer{

ences, again, ate systematic and rooted in

th+ diaject. ‘The learning problems that’

rés. & can’t be solved by spot colrections ,__, !

of individual words y.d instances, -
-Dialects vary also in intonation, the pat-
tetps of stiess and. pitch and pause. Per-
haps it is the intonation of a strange dia-
lect which makes. it hard to understand.
Intonation -is very. impostant in compte-

_hension_of written " as weil as oral lan-

uage. No-one really knows how much,
the Use of unfamiliac patterns of intona- .
tion by achild in his reading may-inter- .
fere with his compreliension but ji is ~
probably considerable. - T

_ Dialects also vary in vocabulary. Differ-
ent words are-used -to express the same

.idea and the same word is-somet’;us used

with different meéanings in vafious dia- -~
lects. Unfamiliar words. and unfamiliar
uses of words are harder’ to read than
familiae ones. Texts published for a na-”

tional market can't account for this vocab-

.« N [

ulary divessity. -
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Of course even if these dialect probléms °

didn't exist there would still be a proh-
lem of cultural diversity. No matter how
skilled a reader 2 person becomes he an't
understand things which he regds that are
based on ‘experiences and' concepts which
are beyond him. o,
With these dialect-based- difficulties in

" mind here are the key elements of what I
: belicv; is the best approach to teaching

divergent speakers to <ead. -

> 1, Literacy- should be built on the -

child’s existing ligguage. ‘

2." The -child's pride in his mother

tongue and his confidence in using it to
ress His ideas and to communicate
should be strengthened as a firm base for
learning.

3. No attempt should be made to teach

" the child to sl;.“k‘ a;prefecred or standard

dialect while he is learning to read. -
4. ‘Children should be encouraged to

" read the way thief speak. Expericpce stor-
ay thef speak. Fﬂm“ﬂu@m ' mott,

“My motto, as I live and¢leam-. _

, - Is dig, and Badug in retum.”

ies should preserve their ow
lan as much as possible. <+~
S. Specific skill instruction should be

.

. a5 models bf ap ‘
(not.stiffly “correct” speech). - -

8. Langusge change must be an out-

ward growth and expansion of the native. ™.

. I .

- ‘ .
O a careful analysis of the lan- -

guage of the'leamers., *

6. Appropriate riences, “common

‘to the sub-cultures”of the learpers, and
appropriate concepts ‘shoald:p&" used in -,

reading materjgls. -

7. Teachers nust listen .carefully to -
They must siccept and /

children's language.
understand it while presenting. themselves

riste effective

dialect. The child must come to see his

dialect as part of 2 lar%g; language and-. - 0.’

his sub-culture as part of a larger general
culture. The goal should be to expand his
}alnguage\to grester éffectiveness, not re-
ace-it. .o
?'My lea is that reading teachers tune in
on theganguage of the leamers, listen, and
énjx its diversity. I believe they can adopt
as thefr creed 2 motto from Langston
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AN Meeting Barriers to Comprehension

-

se asay . Y I et S . R
JH}.I.}.&N R T L
A ol e Y R .
Ax.! OF>Us ARE'aware that children  scramble over the difficulties. -
encounter difficulties~ in understand- Co Lt
ing whaj they read. The general public Effective Asstsmfe to- the Leatner is

- nukes such wgrried comments as, 'Chk_;ﬂ“’x ~ ‘ L
dren in school today can't read.as well as. Although " we are e@é{ to help the-
they should.” Although these ‘persons young reader, it is sometimes possible
may also be saying, “"Children could pro-  that our out-stretched helping  hangs
nounce words better if they were taught. never really fouch-him..Eor example, we
by a diffetent. ‘method,’s* they do also  conscicntiously discovir-- weaknesses in’
often mean “understaiding of what is  specific reading skills; and thein we. giy
read is incomplete.” Teachers say, “"He -to pu&il\s, as dixected in books and manu-
‘nfisses most of the questions™; and a child, als, the™ practice exercises designed to
Jhifiself is the.most direct and vigorous  meet the precise needs of individuals or
in his pronouncement: “I-don’t get it!”  groups {s-having the same read-

What is needed, most especially by  img difhculties. INgo.doing, we anticipate
teachers and learners, is an understand- ° that these specificgskills necessary to the

-ving of why comprehénsion is often in-  understandingof what is read will be so
complcte and inaccurate. What are the  greatly strengthened that improved coni-.

- barrierd that prevent a fuller understand-  prehension will result—an cffective pro-

. ing of what is read? This one is a per-  cedure, surely. Furthermore, we observe
sistent and troubling question; and while  that practice exercises of this sort have
no easy answers are available, we need to-  been carefully planned and constructed,
ook as sharply as possible at the nature- and“more often than not thiey are pre:‘?'

* of the troubch children encounter; * ¥ glamorously packaged. Newly prepared,®
* 1If “barrier” is an unusual term, it may  keyed to today's intcrests in space explor-
be a useful one because’ whatever comes  ation and the like, they appear glossil
beween "pupils and their understanding  efficient, Or perhaps we prepare suc
of what they read does offer a pretty’ practice exercises oursclves, thoughtfully
solid and formidable obstacle. It is mores . adapting them to*%userwords and concepts /~
than a light hurdle, somcthing which  familiar to our pupils. But in either case

,may be casily leaped. over or lightly one question is quite important:- Have

“ pushed aside.” There .is a demanding we made’as certain as we possibly can

struggle to be engaged in if a reader is__that the reader himself sees the copnec-

to surmount the high wall that keeps him tion between the practice exercise and the

from the pleasant reading vistas, the reading tasks he encounters'.clsewhere?

delightful reading pathways, and the joys  Onc may be quite competent in answer-
of fulfillment in reading which lie on  ing the questions posed in 2 givkp exer-

the other side of barriers to, his undef- - ciséxbut at the same time unawate that

standing ofswhat the printed page has to  this particular approach’ to, comprehen- < ., -
offer, him. As teachers, we must know  sion is related to one’s Téadirg problems |
what barriers exist between the reader as far as -understanding other printed

and his clear understanding if we are to -materials is concerned. e

discover more- effective ways of .helpin Pethaps to be mo® certain that our

pupils to get a gogﬂ' running start and  proffered help turns out to be the kind

*P'istus ' Reading, IRA Procecdings, 11, Part 1, (1966) , 218-252,

-
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that the pupil can feel is actually boost- ! Checking and* questioning, essential “as v . ) .
. ing him-up over his particular barrier we  they are,.need not extend te all reading . . ‘ 4
will nced.to do two things. First, we may  situations. v : . , N
. help the pupil analyze the nature of his It is quitg likely, as middle-grade chil- . : S
own difficulties; and second, we may make  dren encounter many kinds of materials
o5 coctain that the activities he engages in  new to them, that the road to compre-

 are clearly related to his own significant  hension i so stecp and forbidding that . B ¢
. .- —>-reading éxpeticites..Good teachets often,”  these children will need” extra doses of -
.. for example, say such things as: "What  ciicouragement or what is often called 2 - . .
4 .help do you think you nced now? What  “supportive eduaatignal, climate.” Pastic- L
' R You thinking about when"you saia  ulady is- this supposition true if we -ask T
. % ? What made you think this one &ildynh—a; we often should—to make - Lt >
-+ was the best answer? or Before you look - -inferences about ,what is not - dicestly . o . .
for this information, what will you nced _stated in the sdlection, Trr mponding to :
s to do-first?” - SRS ., any quesfion about "his' reading, a child ) -
.~ While there is sel‘m time.to allow - must risk the possibility of error. Many . ) e
a description of every bowlder in a pupil’s teachers wiscly, minimize this_risk ’
barrier "to understanding or to analyze : ‘comimending the pupil upon the proc-
.+ every concretion of accumulated “failare,  ¢s¢ in arriving at 2 conclusion, rather @ .
k we can profit by Being sure the leamer  than universally offering. dpproval for - ..
{ . himsclf knows as clearly as possible the  correctness of an answer. A pupil who .
¢+ size and naturc of. the stumbling blocks  hears, frequent judgménts as to “this is ’ ’
I in his own path. We can attempt to  right” ::\% “that is, wrong” may become - -
> ‘enlist hjs judgment about the quickest .timorous in venturing any responsc at- ‘ -
i and most satisfying means of demolition. all. A mure fruitful kim? of guidance .
.1 . Actually, it is he who must sct off the >may wcll be in such comments as, "Was ‘ , .
b charge of dynamite! there something in the story that made ' .
e ‘It'is also possible that in our eagerness  you .think the man was very old?” or . -
to boolt the leamner along to greener  “What was told in the story that-made s .
‘ ficlds in reading comprehension, we have “you fel Jim would become Bill's good N T -
lost_sight of the h&}v ul effects of present,  friend?”" a . SRR .
reading pleasurt. We may have incorregt- , It is apparent that the questioh’ asked,: N AN
ly assumed that ‘all contacts with books . anyl the context in which childrenr must: ‘-
* and reading ate fruitful ones, leading to  answer them, cn be a faidy serious ; . ‘
the enjoyment of teading in the widest  threat, to their sclf-estcem, thus offering L. : |
sense. In fact, in, fostering .vigorously - somecthing of a birsicr to understanding. - o
the dévelopment of the skills related to ~ A visitor to an elementary classtoom, 1“4 T
» understanding’ and enjoyment, the pleas-  demonstrating to a group.o teachers the ‘ "Lek‘ |
+ ure to be found in reading may have need to egtabiish‘r;nrbort and to-relate~_- * : .
| been lost. Freedom to_explore interesting , the content to the sc ecti

omtobercadto . .’
books with a chance to read for one’s  the Eupil’s. own experience, asked a : %

, own pleasure is a powerful incentive to - fourth.gedde girl. “Do you have a3 pet Looe B v
. continued practice. My informants are  cat or a little kitten at home?” : '
. telling me that even extremely reluctant The little girl answered with devastat-. ~
.readers ar¢ éager to read about Batman. ing directness: “No, I never had 2 aat.a : ‘
» So long as-some interest is present, the - The housing where 1'live they won't let e !
. reader can i enough momentum-to  you- have any pets, not a ct or a_dég. P
- reach wider and more rewarding interests  So I doh't never have one.” * i - -,

as more assurance and satisfaction are - A visitor, unaware of the community,
¢ gained. Freedom to cx‘Plorc may ‘lso may perhaps be excused for betraying a
include freedom from formal quesWon-  child into a public admission of what Do . .
ing or checking up on reading skills.  she must indced have felt a deprivation, :
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. but it is ar expetience one wishes not to
fepeat 100 often. Perhaps if we listened
more, and extracted less by way of ques-
tioning, our guidance could be more
sensitive aqd mte,egcctive. - :

Tesching Prncedures Require

Another way in which we m’afy unwit-
tingly enlarge the dimensions of barrisrs
to- comprehension may be through v
wise organization of our teaching proce-
d\u'es’ It is possiﬁle, for to
.plunge, into the details of a learning

o« ¢ “situation before Jearners are aware of the
. nature and shape of the task before them.

&onc"obsewesuadnnatwrk. it be-
comes increasingly apparent that prepars-
.tion for a reading experience may be
cither perfunctory and disconnected - or
vital, clear, and functionally “related to
~ the objectives sought and the procedures
.followed. For example, a given selection

may be enfoyable to a group of readers’

only if some vish words in.the sto
Bty oA

are un
what these words mean® in this context,
“how they are like familiar English words,
and the spechi] significance these words
will have in getting the sequence of the

- action—all this knowledge helped 2 small
group of rather inept Afth-grade readers

- to achieve understanding and enjoyment.
Qther aids included a clear over-view of
the likely problems adsing for the per-
__sonages in the slory as well as a specific
understanding of other useful features of
the structure and design of the narrative.
IA another group_in as fourth-grade
classroom, a, realization -that <their oral
- reading was ineffective- stimulated - these
pupils to plan with their teacher for some
specific practice sessions. These children
set up apjectives for clear, interesting
reading in audience situations and prac-
ticed until they themselves awere satisfied

that they had made real progress. In these
examples the skill and practice ts

of the situation are clearly scen by the
learners as rlated to more remote ;ﬁalls
ills.

* and to a larger pattern of needed

Generalizations about locating main ideas,

Knowing in advance’

'Q.‘..

or about the surveying or re\-iewing‘ot
material, or using locational aids. &re
thought of not as ends in themselves but
rather as means ‘to reading for under-
standing. If there is some temptation to
sty of a pupil “He does very well 4n

dividing words into syllables” rather than ~

thinking of him as a user of these gen.,
eralizations’ 2s 2 means to more rapid,

accurate grasp of meaning,
organization and emphasis may be indi-

cated. - L

The Relationship of Reading to
Experience Requites-Consistentq
Arttention .
For many years concern has been ex-
pressed for frustrated pupils who attempt
to read selections unrelated to their ex-
ience and their ?csent fvel
of skill. Yet we are confronted con-
stantly with newly disturbing of
this old em. A few illustrations will

_make this' point clear. -A fourth-grade

pupil, using oral speech sounds familiar.
to her, confused word “left” with
“let's” and_ hence missel completely the
meaning of a passage. Confusion is also
caused when word endings such as “'ed”

and “ing” are d i# One wonders,
also, if there is not confusion as &
child translates as he reads, possiblp trans- -

forming the “he went” that ap in
print to a more familiar form “he ‘done

gone* Even the delightfully archaic

“hit" for “it’ may trouble some chil-
dren, in whose -itis still a re-
minder of . Elizabet] English,  Our
thoughtful listening to what pupils say,
plus many ities to hear and to
speak _in less familiar patterns, seems
essential. Understanding grows through a
guided use of language in all areas.

» Indeed another persistent problem is

. that of providing-experience in all areas
ing, listening, writing, ',

of Jangua;

reading—so that pupils igay™become . in-

creasingly familiar-with 2’ wider ngimber? .
v \of COI\CGYPC'S‘ and Wnk‘\ !
among idess. Since it is easy to spot < T (- Coee *
details of information in any’ discussion,’ . ; . :

with the relativnships

pupils are often expected ‘to respond to

« BARRIERS TO COMPREHENSION ~ ~

~ ¢

a shift in our * .
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details. Unfortunately, pupils are less
often expected to react to more tompléx

ideas and situations in which inferences’

and - conclusiohs are to be drawn from
_clues found in the selection discussed.- A
sixth-grade class “once tried "to discover
which of three boys described in"a story

‘®  was the oldest. Diligent search of theig
_ text and accompanying pictures

produced
no_teliable hint whatever. After the class
session” was over, a student teacher felt

uneasy because “a 'right answer™ could .
" not be found. The pu

ii:xite rightly satisfied with the conclusion
t

at they had no way of telling the ages

of . the personages in the story. It is 2

"~ significant milestoné toward competent
" reading and a: high level of comprehen-

sion sxhen the learner realizes that there
are occasions when facts are not presently

available and that there is no “right”

B

”
.answer. N . N

-

. Application to New Situations -

Extending = understandings ) "gras d
.- through reading to-a ncw‘contcxs,&‘

the reader into new, but impoctint, as-

pects of | seading. skills. ‘Recently I had ™
" an bpportunity to ask some seventh-gride-

pupils who were reading a€ about 2 hfth-
or ‘sixth-grade level to ;cacti tol a shog
poem, written in very simple language}
. which was in eﬁectl?;n ‘exrt,end";g;aeta-
phor. Their answers to some ‘multiplé-
choice items showed that they had some
grasp of ,the fneanings expressed-in the
. . A different kind of que 1%, in
which they. wrote a brief statement of
+ their own immediately after readire the

required extending the n'.gning ,
L ¢ obtained and applying ideas in-a new .tend do give him useful *assistance.

context. Many-sesponses to this kind of

pils, however, were -

©

which " rieeded to be woven into concl
sions drawn a few sentences later. T
problem is one which I hope to investi:

gate further. If it ds true that difficulties

of this kind are common, then some
specific guidance in such situations may
be called for. S .
1t is true, of coulse, that ideas received
through reading are often put to fairly
immediate use. One may follow expliat

directions or say to oneself, “Oh, yes,
that's the way it is. I never understood™ ™

this before!” In a rore complex situa-
tion. the reader must meve out -beyond
application in the same situation to some-
thing new in_some way. He may be asked
to"think: "If this is true in.this situation
just described, in situatiot A and- for

. Mr. B. and Me> C. in the year 1900

, 1 wonder, if the
same -kind of event happened- in 19662
"What 'if it happened to Mr. X. and te
Mr.-Y.? What would be the same? What

what would happen

. would"be different?” If such a “moving

out” in>aspupil's thinking abouf new
selationships is 2 desirable aspect of read-
'ing comprehension—and it appears to be
an essential aspect of creative thinking
—we need to do more than we now thay

Conclusion °

" be. doing to help pupils achieve it.

Children may be helped toig;vctcomc ‘

barriers to their cdmprefiension by wise
and helpful guidance. If the reader ana-
lyzes hiscon_difficulties and makes use-
ul connections between practice for de-
veloping skills and the pleasurable re-
wards of reading, he is likely to read
with .greater understa’ ling. Teaching
procedures that provids- Zzurport for his
efforts and that are carefully organized,

pupil's-ventures into new- areas in inter-

¢ "

.question were often quite without refec- prefation and’ his risk of defeat as he
ence to previously indicated understand:. tries new responses require teachers fo
ing of the ‘passage just read. Perhaps give needed enchurageinent as children
these pupils were responding to the most us,” their own “initiative’ and courage in
recent segments of their reading, rather overcoming. barriers to comprehension. -
-than holdidg on to a thread of thourht .

’
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3 o ea as_ e *l"'""" el . g . . .
i - Limitations in the Vocabulary of Disadvantaged Children:
i A Cause for Poor Reading e -
g ( J..A"LLEN FIGUREL® . : :_ - ~ '
i ‘ :_‘:' 1 - L- o 2 : .
. - ~g)SYCHOLOGISTS tell us that one-third _ Five . 65§
e of the children from American schools ISi .. 736 ‘
© “live in “marginal” or “transitional” areas. * All Grades - 3,536 -
i Many, terms have been used get:l) de;ng;a;te ) L ) : ' .
these children: ‘andesprivileged, cultura ly. . : - -
. disadvantaged, and culturally different.  ~ ~ Tableil* : - o
v Many of these children ate retarded in COMPARISON OF THE .
! reading.’Retardation jn reading prevents  VOCABULARY OF CULTURALLY - iy
¢ * them from securing an adequate educa- DISADVANTAGED CHILDREN = . e
| ton. - .o _.-"".Z .. WITH THORNDIKE'S ESTIMATES - - ‘
. ‘Reading retardation_has 2 complexity . - ) oo
: of .causes. Nevertheless, one of the main ;Vm of S ~
: - - - . .. I y i
reasons for such poo. results in reading is \ Thomdike's * Disadvantaged . B .
! the me’aglje‘*exp'erieg*ial backgroundschil-  Grade “Prediction ~ Children L C
¢ - dren have had ~~oveloping an adequa Two 3,600 1,032 - .t e
| 7 -~vocabulary.- The_limitation in vocabulary  Three - 4,500 1,661 .
i prevents the culturally disadvantaged child  Four 5,400 2,146
; from reading intelligently the many mid-  Five = - 6,400. 2,800 o .
i dle class words which are strange to-him  Six = | 7,500 3,536 ] .
1 verbally and cxperientially.. Eanguage. de. - . 7 . RN
velops with the discovery of reality, and -~ A comparison was made-of the vocab-. u‘i

: reality in those cases is very limited.
" It need not be argued that a knowledge

- of the vocabulary of culturally disadvan-
4 =" v taged children and the-areas of experience

ulary. of culturally disadvantaged children ’
with the standard basic word lists. The -
vocabulary was also analyzed to determine

they represent mike a good starting point
* . in the problem of improving the reading
of large masses of city children.

How does the yocabulaty of culturally
disadvantaged

the results of the study.

* Table 1 -
SiZE OF GRADE \%gumummss OF

children compase with the -
above figures? The following table gives

the nature of the words. Space does not
.permit giving the details here. An analysis
of the areas of experience represented by
the vocabulary was also made. Only in the
areas of school experiences were culturally
disadvantaged children comparable with
athers. -
Conclusions -
- The. vocabulary of. culturally disadvan-
taged children is comparatively “small.
They know. approximately 3,500 words,

. CULTU LY DISADVANTAGED
/f—%ﬁ‘.!wnm i

R A S . * * Number of
-Grade M - Words
TWO .. 1,632
- Three ... L 609
Four 505

and second grade children ‘in higher socio-
economic groups. This meagre vocabulary
places quite a limitation on their reading,
s for on the basis of the comparisons made
in-this investigation, culturally disadvan-
taged children know, on the average, only

*Improvement of Rending through Classroon Praclice, 1A Procecdings, 9, (1961), 161-

- 165,

%

-

the-number- that-age known-by.many_fiest .~ = |
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“- . ~  every second or third word found in their  words'and fewer polysyllabic words than b
‘ . . textbopks. Not knowing every second or-. _do those that live in privileged area;. -yt
ya - ’ - third word is a serious handicap :and one "For the purrose of  writteni.comrunica- v
: s ~ . -which precludes very much learning from  tion, culturally disadvantaged children : :
o reading. - - - , '~ .:. . haveasufficient vecabulary, for they know
. A comparison. of -the words in;the almost “all' the words which make up ~.

| . vocabulairy of cultuially disidvanta :d -ninety-five per cent or.more of all the RN
. **  children withthe 'words in the controlled~ wordS used by an average person.. This o
I vocabulary for-the fiddle grades ‘shows statement is substantiated by the fact that: 40
| ; that very, little ‘efféctive. reading can be ~they—know-all except ninety-four words*
; expected to' be dometin the textbooks in”  of Basic English. = . -3
k .~ use in thede gradés, for almost ‘all the  The vocabularies of culturally disfll- -
1 . words__in_the controlled vocabulary are \-antageg children reveal a limited expg¥i- 2
e unknown fo culturally disadvantaged chil- ential backgrqund. Although the numiber * -
: - dren in the varions grades. = - *of words known in such areas of experi- i
, ” Leés thdn. half of the words in-the ence.as ‘clothing, eating, housckeeping, ‘
! . vocabulary “of;" pre-school children is and recication seems-larpe, the numberls - - . |
known by sécond-grade children in slum. _still very much limited when compared 3
areas. Nearly two hundred words in this: with the terms-privileged children know. i
list do not appear in any grade list of Only in the area of school experience are ‘
words known-by culturally disidvantaged - culturally-disadvantaged children com- .
children. This ‘suggests bringing into the  parable to otherslIf reading competency :
- activities of boys and_ girls who live in i coramensurate with onc’s experience, :
marginal arcas exgériences which are rep-  and much evidence seems to prove that "y
. resented by the words which are not this is true, culturally disadvantaged chil- !
known. . TR . dren, with their. limited experiences, can ‘
Common name - words; such as sink, be expected to do very little effective read- :
chinntey, honey, beef.and sandwich ate  ing in textbooks they now use: To_ help -
léarned by culturally: disadvantaged chil-  these chijdren r¢ad better, they must be s
dren one of two yeats-later:than by other  helped to live better, and in_ this, the s
, children. Cultufally" disadvantaged chil- ~ teaclier has the world at her command. - ! .
dren know ‘proportionately. -more name T ’ T
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118 . ,  BARRIERS TO COMPREHENSION .
- Promoting Critical Thinking " ‘
-~ . : Tty
LituaN G. Gorpon® L ;o
’ . - N . . - = ) »
ANY apt definitions of critical think-  way as to demand a high level of inter- q oy
+JVAX-ing-are to be found in the literature pretation. sThe natural curiosity and eager- :
of reading and thinking. The onc ~ ‘ness to leamn that children bring to school S
“Tor_the : of this discussion is Russ - ‘should be nurtured and maintgined with - .
. sell’s definition* which describes’ aitical  students as they learn fo search out and 1
thinking as “'the examination of some idea - discover for themselves facts gnd truth. .
or product in the light of some nomm or The process of searching-and discovery is
standard.” . . - more important than that which is discov- - i
“The need to teach shidents to examine  ered, .and emphasis should, be placed on- .
ideas and products in the light of norms  thie process of solving problems, rather ¢
and standards has always lﬁ::uugpomt, * than on the answers to problems. ¥ :
but there is an urgency t it y Otk . ae - il T
that cannot be: denied. The entire popula- 'I:lp:Place Q! the‘ Rgdmg Pro gram, I
tion is being bombarded with ideas and Since the time in schools is still Jargely 7
products that demand evaluation. = - devoted to the use of different - réading i
: ew ideas, new products, and different - materials for various pu , these mate-- -~ ™
points<of view e to émetge, 1 fials should serve s the foundation upon -
. and the need-to evaluate them will in- which to-og,h;i!,d, thinking skills. When- .
crease with the fapidity of change in our - those conducting_ the reading progrm PN
,society. Befoge the Students in our schools  recognize feading as a thinking process,” - .
become: the Jawmakers in the country;—~—fot just an accumulfation of ‘mechanical | !
either as leaders or as yoters for leaders, = skills, portunities to. -proniote :
they must be ‘taught to examine critically . thinking are provided: | 5;!;king, P
what they’sée, héar, feel, read, and think. liks critical dreading, is nobc:i)‘ 'l taught :
- | ) -, an ired ,at any_ particular level~or )

- TheRoleof theTeacher ; — ° yith any paticula Siaterial It should be L ‘
. “The school is probably the only agency  part of a devélopmental, sequential, and ‘ |
that éan help studenits g build up critical  continuous reading program, in.which the b . g

, thinking abilities gradually. While most - emphasis is placed not only on-word fec- ; N,
of them do not learn to master critical  ognition and literal comprehiension, but on K ~
thinking by themselves, almost all of thein  the higher levels of -comprehension: such Ty ‘ ..
have the ability fo think critically. Even  as’inte reting implied- ideas, identifying T ¢ -
, the tEr::school child who hears mother sav. * the author’s purpose, making judgments, . . I i
n telephongthatyfathet’js,put,' hen - ‘reading not only between the lines but | ' .
father is sitting in the living foom, thinks ond the lines. . ; TR .~
critically; he evaluates mother’s statement _ Such d reading progran> is based upon ! wr
in the light of whiat he-knows'to be true. .- a- recognition of the fact that language is oo
Situationg arising daily in school should be  not only an instrument of expression, but v P
utilized o foster the development of that ~ glso an instrument of *thought. Jepson® B
ability. Students should'be encouraged to says: | - - T - : ¢
uestion ideas and products, and teachers Th . bét'. thought and ' ' N
should make a deli&“‘te effort to organ- =,y u:g:mi‘s‘ec:xlgcnessarir;fﬂc,lose?uUn.tilana' ; .
ize their teaching procedures in such a thought is translated into language it re- .
—_— A ' .
L o et T, Mo Skt TR T o Thk. N Yokt
. [(YReading and Inquiry, IRA Proceedings, 10, (1965) ; 119121 % o
. : ot
¢ . B ) J )
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’ ﬂLl:;ns‘ﬂsﬂf.silel‘l"}lbug‘a:k in_detet_r:li?ate. in others and be willing té}‘hod.;' dify their

-~ Language crystallizes i gives it form e el e - p e R
Ms:g?sw%,m;s lmﬁu n 'g._. g~ beliefs in the light of the factsia "
pensable aid to xlear thinking;- the-very - Overcomi . Cotii ol -
process of hnvin;t:“sut our thoughts-'into %uvcnki ng the l}“"m ‘to‘ EREI
speech or writing and the-effort it entails - ng. .. . T “"‘\"K.‘sy
in discovering adequate expression for = . 'I‘l\é:re‘ading e ¢

them are of themselves thonghs clarifiers, the true nature o

Barriers to. Critical. Thinking
for students to enrich their voesbularies,

fajor batriers to critical thinking. It is  to use words precisely, ar 1 to clarify their

sometimes used .to' conceal “or* disguise thinking as listen, speak, read, and

thought rather than to clarify it, and the  write. Sifice there can never be much criti-

glib use of words and terms is frequently  cal thinking if students are not involved
mistaken' for an accurate knowledge of ift-a lively sharing of ideas, they must be
their meanings and implications. Crifical , encouraged to discuss what is said or
thinking’ requires an extensive vocabulary

lish. pu for further reading, think-"
is important in the tuinking process; and  ing, and discussion. This process leads to
students need to be kept constantly aware  a general clarification of issucs. Students
;7 learn to'modify their ideas, to accept-or
* Language is not the only barrier to Be , reject the ideas of others, "to” recognize
overcome in promoting critical thinking. ‘prejudice in. themselves as well as in

words. The clear and precise use of words

" _Intellectual lazinéss, in' varying- degrees, * others, and to sense 'a need, for more

_Sources before accepting opinions of arfiv-

exists atong students as well as among  knowledge of ‘the subject under distus-
adults: Some find it easier to follow the sion. Obviously, you cannot be intelligent.

1. .- lide of least resistance, agreeing with ac- Iy critical if you know nothing about the .
opinions rather than challenging subject. As the teacher listens to, and .

ce
thgtmef"lhe tesult is blind conformity. Un.  guides the discussion,” she identifies gaps
fortunately,’the school F_rqgra{n frequently’ in language, knowledge, and experience
requires only the recall of facts, and does  that need to be filled in at a later time.
not require that the student put-forth  ~"While the reading provides the founda-
effort to compare a vgtiety of authoritative tion upon which to build critical thinking,
it should be the function of the entire
ing at conclusions. This prictice encour- school program to promete it. This is
ages intellectual lazindss and tends to ° especially true at the junior high school
promote the notion that all that is said qgwg'jleycl.,..whe“reﬁ«tlie*incrcasinf
writtensis true. Often,-when-the complaint  content material requires language and

-~ —is'hedrd that students do not think, close concept development peculiar to each sub-

examination_of, the situation reveals the jectand suggests a shift from emphasis on
fact that opportunities-fat thinking have  facts to a greater emphasis on the student's
not g:gidecl. ﬁﬂ b " understanding.
Man le are $o influence the .. e s -
society yin Which they “live, that a C;x‘ag:‘lﬂ'l'hmkmgm the Total .
unconsciously they develop prejudices = rricutum - '
about certain issues; usually religious, ra- = ‘Fortugately, the richnéss of ‘cofftent
cial, or_class-issues. They become so (-~ fumis dant opportunity for devel:
volved emotionally that they cannot be oping habits of critical thinking with re-
objective. Students must learn to recognize S
these prejudices in themselves as welt as

bviously, in mathematics and science,,

F_rogram’ that recognuzest ..
language and its.futidas. " - |

t.to every area of the curriculum.

¥

written. From glijded discussion‘-emerge ™" -
" and a sensitivity to the subtle meanings of hitherto unrécognized problems that estab-

mental importance in the educative process s o
provides opportunities from the heginding ‘ N
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- . B s B ‘ C
L - ., the student caneand must, be encouraged  erage. A paper that is anti-communist, for ' -~
‘ " - to develop adequate facility with the lan.  example, may take this view because of i
‘ . guage of both, if he is to think in either some religious .principle or because of .
\! . language. ° T particular political interests. - - * =
¥ $ In' social studie$, criticy] thinking can be It is not enough, however, to help stu- i
-1 . encouraged if the student\s asked to col- . dents to'discover-and evaluate ideas in all :
- *1 " lect information fromi a v; of authori-  their subject.areas and environment. Every
- tati:"fésourget, selects informati ‘rclev:nnj effort must _Belmadc to teach themd to fgllw R
g _ to the particular topic, organizes it, and * mulate logical -priniciples and to apply - .
’ presents a repott that is evaluated before these principles to an understanding of . - :
, . it is accepted, - . : new:situations. Such formulations are, of
: " " Through réading and discussing literary  course, highly sophisticated mental opera-
. ‘materials, students can learn to identify, - tions, and the ability-to perform them
. Y7 71 andthink about, the motives of the cln{ comes only through unremitting practice.. |
- B} acters, the drives .influencing theit be- : c .
* havior, and the emotions that affect their Summary ... . : T .
actions and decisions. Young people can Critical thinl:j:ig is the evaluation .of .
K be helped in this way to acﬁicve.the ob-  some ideas or product’in the light of some
* jettivity essential for true critical thinking. norm of standard. It requires an-inquifing
) 'Since;ncws}u rs are important factofs  attitude, knowledge of the subject, appli- -
- A in the life of the community, students at  cation of-methads of analysis, and action
~ ; T the junior high level need tozecom'e aware in the light of the analysis. The founda-.
. : of the responsibilities and function of the  tion upon-which to build «ritical tyinking
e T _press. The manner of presentation as well.  is-a language-oriented reading program,
Thea . , “as the grcséntation itself should be consid-  The promotion of critical thinking should,
. ffé!::.;?i . ergd. In addition, the editorial policy however, be’ the. function of the total I
e i+ should be recognized, and both the writers - school, and it can be since there are oppor- ¢ -
S and the readers fof whom their wwiting is~  tunities in every area of. the curriculum for :
RV PRI * intended’ should be- identificd. Students students to practice thinking critically. Let .
i W3 should also become interested in why a . us pot be guilty of-failing to take advan- 1
\ R » paper selects certain news items for cov-  tage of these opportunities. ) o
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: "TEACHING . ~
_ The “authors here. speak with”authority and give practicable, constrics.
tive siggestions_for «eveloping comprehiension skills. Tt js shown_that the
.+ very youmgest pul)ils can be taught to,read thoughtfully. The skills to be

included are spe

led out and ways ‘of building specific abilities are’ de-

scribed. (Here ghe reader may wish-to turn to’Martha King's article in the

‘sion skills.) ~

.

USSELL G. STAUFFER®
» . ~

HAT THERE.is not enough reid-
ing for meaning is a canon of
contemporary criticism often weari-
some in its repetition and often blind
in its application. The implication.
that there can be reading without
resultant meaning sets unreasonable
limits to the function of reading. It
is a half-truth that tends to confuse
the unthinking as well-as- the (n-
ipformed.. d

_.* Possibly. the idea that productive

Productive Reodmg-l‘hmlung at the First Grade I.cve’l

reading-is‘a process j akin to

productive thinking has al¥ays been

_ last section as hér article includes a listing of most of the major comprehen-

phongtic skills in isolation, to oral
reading and re-reading, and ‘to a
telling of the story. Then, tqgo, some
teachers are of the opinion that six-

‘year-olds can not think critically and-

cannot be trained to do so. In fact,
the story is told that during the late

_forties, whén the National Council

of Teachers of English were drafting
the :new English curriculum, one
college profestior of English recom-
mended “hat nothing be done about

“ critical thinking at the clementary
and - high-achool levels.” To think

”
3

held by good teachers. Probably it s critically, he said, was a skill to be =

is a concept held by mature readers®

.28 a'result of wide experience in- -
 peading for many ‘purposes and in

different materials. Certainly ‘it is a
concept that authoritics in reading
as well as psychology have always
expressed and advocated.

ting, of purposes, reasoning while

nadum, and evaluation can be dope

by six-year-olds, or children in first

acquired in college.

Although the above is an absurd”

proposal, it is almost equally as ab-
surd to be of ‘the opinion that six-
year-olds cannot be taught to do

productive. reading. The following

" illustration of a first-grade group in

. . But the thought that productive
-, reading-thinking involving the set-

action should help to dispel such

opinions.

" teacher used both a group approach

grade, puziles some and confounds -

others. Generally, children’ become
lost, jn the word learning“maze of
initial “reading instruction. Unwar-

and an individualized -approach /to
differéentiated reading jinstruction.
For the group sessions she had iden-
tified four groups, with each member
of cach group at about theisame

ranted attention is often given to+ instructional level.

memorizing words, to drilling on

The group in the action described

*Reading Teacher, 13, (Fehruary, 1960) , 183-187. JFo e
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turn to the Table of Contents and
read the name of the story located gn
page 119. Then she asked, “What
‘do you think will” happen in' the-

" story?” ‘The results of immediate

speculation seemed logically possible.
Some of the ideas were: “Perbapsa

. T*R.G. Stauffer, ¢t al. Away We Go (Phil-
adelphia: John C. Winston, 1960).  °

e o

almost all typicalisix-year-olds and

is used by them constantly-in their .ol
day-to-day. Tiving. What was done s
here was to provide training in look- :
ing ahead in a-reading situation. To :
be-able to aclect and weigh and

balince available beginning clues, in

_terms of ultimate story outcome,

represgnts an important reading- ;

SNe - s
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122 N - "TEACHING. ’ - :
here was the teacher’s second group, * -newspaper is used to train a dog.
-or, as she put it, her “average read- . Maybe a family finds a place to live’
<rs” Group instruction was being by using a newspaper. “The_paper >
. .directed in & first-grade basic reader’ may be used to wrap -some toys. -
" To be_sure that each story was'new  Maybe the paper is folded and used :
L or._unknown to the children, the as a fly swat,” Already iritercst was R
"W ‘wdg\mr'ed‘intaaetr_and running high. ST FT et
fﬂ _ out only during the teacher-  Next,'the group was directed to - - .
“ directed reading session: . .. . tagn to page 119, to study the picture
i |“The sory for the session was “for possible clues, and then .close
" entitled “A Newspaper Helps” and - :their books. New speculation was
. -was located in the fourth unit of the  adjuste quickly in keeping with the’
book on_pages 119-124:* Six new :new information provided by the
words were .introduced in the span first picture. (The: picture’ showed
§.  of six pages. This made the tatio of  three boys-looking in a puzzled way -
mewwo::dstprunningwo‘rdsl:?&‘.htamllblackdog;_ deasmow . *
In addifion, -each new word was given were: “The boys look worried T
‘introduced'inva meaningful and ap- : ‘because this is @ strange dog. The : 7
iate way to fit the communica- dog didn’t listen to them and they i
tion' demands-of the context. Because  will use:a newspaper to train him. . . .
of these facts, plus-the fact that this ° The boys are wondering: whose dog-- ¥
group had -already been taught cer- - this is, They want to play ball and \
tain word-attack skills of phonetic the dog gets in their way” . i, PEE
and structiiral ‘analysis, the teacher The group was: eager to get on L S
" did'not write the new words on the with the story tofind-out whose ideas - 3 e :
. sboard to be studied before the read- * were right. So the teacher directed . ~
ing of thg story. She wanted the , them to read only the first page and ;
children to meet the six words in the  then to close their books. .
"+ rich content of the story and have - The pupil-purpose setting.was the ;
:" them use, if neceseary, their word- first step on the reading-thinking z \ P
© ~attack-skills under her supervision. road. They had sized up the picture A
AT e - situation and evaluated the title. C
. First Purpose-Setting: _ Ability to look ahead—to anticipate P |
. The teacher directed thegroup to  next steps—is 4 skill posséssed by . .
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y A thinking skill. - © . that purposes be set without Jooki :
¥ It took but  minute or so-for all -ahead. Sogin light of the evidence or - _—
v .to read the page. Now the teacher information so far -accumulated, the \ .
, -+ ohserved a key teacher responsibility children set purposes. Idess now pre- : - '
‘ ;chvhmaedthe,pugilpurpum,mtedwmthatthcownawould : ‘
T not by ‘asking questions about the show up' and claim the dog and ;
. * details of the story but by asking reward the. boys, that the owner .
“Who was right?” The boy who had might not show up, and that-the dog !
proposed that the dog was strange  would run away again. =~ ;
' anid the boys were worried immedi-  The. predicti ’ showed ‘that the "
ately raised his hand. Then he read  pupils were half-way 'through the” -
_ orally the lines that proved his point. story. As they reflected over cvents }
. All agreed, and again a major reid- to daté, " reconstructed * them,’ and - .
ing-thinking skill was being refined:  re-evaluted ‘them, the pupils were °
~ Lknowing whether or not the answer putting to work an excellent think- .
. to a question has beenfound. - ing-leaning. technique. They were !

.
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N ~ Atheﬁndingpfalitﬂqblackdog.~

- Another’ brief speculatfbn session
followed after.a quick look at the
two pictures on the next two facing

Ideas now presented were: “Mother
tells them to go find the dog’s owner.

learningthe value of refléctive judg-

+ pages. (One picture showed the boys. -
*-ElkingtoMb@l}q.fl‘heothadlowed
. the boys scanning a newspaper.).’

The boys look in the morning paper -

"+ 10 see if someone has Jost a'dog.” .
Again, reading was done and
posture,. facial expressions, and oc-

—.. _casional audible responses readily

showed that the children were read-
*ing for meaning. ) e
Checking on their purposes was

» accomplished by the teacher’s initi-
ating question: “Which -idea ~was
right?” This time none of the specu-
lations had been completely accurate.

~ The boysat thé mother’s suggestion,
had ‘run an ad in the paper about

v

Third Purpou-mm Y

This time, the teacher suggested

i

)

ment as contrasted with naive and
blind pluriging ahead: As they read
on, it was interesting to note how the
pupils read the next two pages.and

‘how they examined the pictures.

They were searching all sources of
information in an cfort to find clues
to the possible fate of the lost dog.
When all were finished reading,
the teacher once more asked, “Which
ideas were right this time?’ Now

-thechildrenwercabitpuzzled.'l‘he
two pages had not answered their

questions but: they had” given new

information about-the-dog.” This
- little black dog apparently was a

trainéd dog, He could do tricks.

\

Ideas about how the story might

¢nd again reflecied the degree to -

which these young- minds grasped

and evaluated the information so far

presented. Recause the dog could do

tricks, some pupils felt very sure that

the owners would be lookiug for the

dog. One boy 'fe!lt that the dog had
< g
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- .

Iearnied the tricks on his own because  beyond a basic readér story should
“"he had always been a runaway dog.  be'a natural and almost an .
Some thought the owners would not®, part

.
- -
1 -

i

e E T ey

' turn, up ‘because they_would have
missed seeing the small-town néws-
paper.-and would not know that the
dog had been found. . ‘
* %On with the story,” said the
teacher, “and see who is right.” The
last picture showed the boys, the
mother, the dog, and two strangess. -
e mah seemed to be giving-the
.bo ¢ paper, but not money:
The reading was done rapidly.

A check quickly-revealed that the
pupils who had preMm
would show up were right. What

they had not anticipated—and- this

is what held their interest to the end

" inthis well-conceived plot—was that *
the dog was a circus dog, especially
trained to do tricks. ‘Again, lines
were read orally to prove points. A
short discyfsion followed on how

_ wisely the boys had acted, and on the .
uise of newspaper ads. All the reading
and “discussion so far had - taken
twenty minutes. R

The end of the story was a.good

" time to check on concepts and story

* understandings. Because the story
was well written, the pupils could
understand and enjoy its develop-
ment and outcome. Now, at the end,
was the time for refinement. -

. A good story is likely to evoke
many ideas and questions which

send the reader beyond the story.

When the geading of a story is direct;

ed as a reading-thinking process, (hé\

readers will invariably be stimulated!

to seize upon every opportunity -to

_ learn more. All this means that going

of all group-directed reading.
in Cond“'ﬂl ' 7 . .
. Thus, here have been considéred
some of the steps to productive read-
ing-and thiriking. This rather de-
tailed description _of -one directed-

reading-thinkigg session should have -
shown that it is wrong to think that ~ -~

enthusiasm and clear thinking can-
not go hand in hand. To the con-
trary, enthusiasm is indispensable for
achieving clear thinking — be the
resulting decisions great or: small, -
immediate or remote. ’
~-Also shown was the age-old con- .
cept that. effective skiil-training is -
best accomplished under-the watch-
ful eye of an -experienced teacher—
one who has the skill to direct train-
ing as occasién or need demands. A
person Wwith - such- ability rudst be

bothresolite and informed. :
Mm was the fact that itis "
noi enough to say that an answerhas .
been found in a story.” Proof must
be produced. Pupils must leam to
support constantly their statements:
of fact with specific proof. This
dirccted reading activity required
such performance. . A
. Some boys and girls perform like
some men and women. ‘They are
ready.ic present opinions unsup
ed by facts, They do this beca
they are constantly influenced by
the beliefs and ‘modes of behavior
of the people around them. So, to
establish in children the definite
habits and emotional tendencies of
sonnd thinking, training must be

»
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initiated: ‘early and must be wgorous-
ly continued.

! It is cspecially important that
thos¢ who concemn:themselves with
the instruction- of others be clear
aboutwhattheyaredmng As Jong

aspupnbunbehdpedmaﬁlﬂhmd,\‘Qﬂ‘ thought: i¢ will depend upon
"’ face-to-face situation, little difficulty . the dégree to whichrpupils see clearly

sbmﬂdammmgthchabm
of sound productive reading.
'~ The roots of reading behavior
— must be very deep in the tradition
‘afurdtmnhng if boys and girls -
are to mature as rational individuals.
A rational person is one who seeks
answers, requires proof, and is aware
that. reasonable” persons could have
differeng beliefs. Persons so prepared
‘cap be’ deliberate and tolerant in
thenrmeofxdeas.katwnahtygwa
them; m turn,- an authofity and
.assurancé that come only Irpgt
knowmganddomg ’

issue of THE READING TEACHER are
divergent. productivii, convergent
the nature of the material. It will
alsodcpuduponskiﬂfulqnmg ‘
or directing of thinking on the part
of the teacher. T)thnuaddedam

and declare opealypurpauand,i
pmblum.
Theuadmpthmkmglenoude-

scribed -in this article and: the sup-
diseussion should .then, to a
degree, provide answers for Guil-
ford’sfourq&suom Do she material
andthe teaching stir the imagination .
8 'the reader, and+do they leaye
‘something for the readerto do? Do
they open up ative, inviting’
avenues that g it

logncally forward dep by to’ hn
inevitable qonclusou" And do they
challerige beliefs and call for -proof
“of facts-and arguments? - )
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= . mpu-or-_ml,-mg‘mding abilities, probably much fewer in

teachers scem univerially - to - number, which are truly fundamental - e e
comprehension

TR 'ﬁghtnneﬁmuappurt&hivedw@gaehrwan -of - | ; e
A - £ concept of comprehension out of whtlml.Aho,themllﬂ’ c
: B - their definition of reading. They talk offort expended in - teaching skills T
D A ag‘i,f,thzyeqmwdmdmundr“mnhave:meﬁeamtbe ' '

o gfcar in profesional books on the “common kind: of, thought relaion- 1 .
_ teaching of reading often_seem for- ship: =~ . ? e
L nidable ‘to teachers,” who~wonder  puring our visit to the ’ o

. ‘M " i
n ‘f  how they can teach all the compre- ghelmmﬁm:um‘m ; L
. ‘ hension skills and abo the word rec- tion o old siverware, Ton T wandered . -
ognition and word meaning skills, the ‘the yoom flled with Indisn ul% - .

N into
: - : ml'llm::d 'hn"lpd“l' “‘l,ﬁ"‘??d“‘g adfwflvyddd ing gowme
ceo= | tion arisess l?.ittunymm mp&mo{ﬂﬁlm WY, '
. teach all these skills separately? Are mm”“"‘md\m .
. .~ they truly basic or are they, perhaps, cally. Wefollow' the tri throuﬂl!he,, Skl e

* = *at least one step removed from thosc UMY in the time in i
*From nn‘ ddress ;leli'veﬁ\by the author the visited. -, i
‘ 2 au . -
-t the Fourh Aunual Reading Conference Now examine ﬁ;ﬁm sentence [ e
at Syracuse University in ,June to partsamngedmg crent way: . +
published in the Gonfenlnce Proceedings’ R Y . .
. AVol. 'S, The~ Treatment of Roeding During our visit 10 the museum, we saw . { v
ol 1 roblems) . . * . . _a collection of old silverware, an absorh- - .
' - ®The Reading Teacher, 17, (Scptember 1968) , 277, ‘ ’ _ %
_ - = o ] - ] . g ; )
’ . H P . ‘i - P
- , .
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display of old-fishioned weddi

a yoom ith Indian relics,
the first. Stars and Stripes ever car-
in battld, a

" This sentence tells less than the pre-
- ceding one. We know what the visitor

saw, but we-canniot follow him from
room to room. The relationship pres- -
m-ampielisung :

contrast relationship. The th

author saw have fallen into

. - groups: two displays which he en-
. joyed, two others he liked much less.

An important additional meaning hss'

" . been added because the relationship

L

of the parts of the sentence is
different. ‘
Once more, observe the same facts

*"but inya fourth relationship:

wee, on our visit to the m we

ﬁm&anandﬁﬁoa
e it of Indijp

verware, and
we were able 10 present a suc-
-class in which we com-
1 “past _with their
modern equivalents.

n ihese relationships seems to be one of

the basic pon skili

The ability to set specific purposes
in reading is a second important
ability or skill. William G. Perry has
reported a sudy done with fifteen
hundred- Harvard and Radcliffe
freshmen to determine their hallits of
study when presented with a typical
chapter in a history text.* in pre-

> »

.
.

"' ,Wea'al;edauyouevbomlidrdorblor

write a short statement about what the
_+-chapter **as all about. The number-who
- were able to tell us . . . was just one in
2 “hundred-fifteen. As a2 demonstration
of obedient pu in"the read;
ing of 995 of freshmen we found this
impressive . . . after twelve years of-read-

~ ing homework amignments in school
| they had all settled into the habit of
‘ekl:,in‘ the point of it all to.someone

These same freshmen were able to do °

very well on a multiple-choice test
based on the details of the material
they had read. o

If this purposclessness in study
exists amopg students like those at’

Harvard, what must be the case with

less-able? It might be argued
that the moral of the tale is that
teachers should give better assign-
ments -in” which they tell students
what to look for. But it would seem

Inthislaientmce,wehiveas:ause- more important to suggest that by .

effect rehtiomhip.:.'l‘hcaperium the time young people are freshmen
of the museum visit have produced  at Harvard, it is high time they know
an effect: a succesful class program.  how to set their own purposes. It"is
_ These four kinds of thought rela-  obvious that Perry questions whether
tionship—tigme, simple listing, com- the students he tested had any real
ison-cos and * causc-cffect, ] . .

Pl othery—occur s & BTEN o0 1 e & s it gt '

inations, some em complex. L, ng Skills: t
e ot 05 50 o o
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comprehension at all. ’l‘hcy could -
answer, multiple-choice questions, but

cyhxledtogct,ashesays,the
(1} T q lt m ”

Suppo.e, ‘for example, that a stu-
dent is studying a-chapter abeut Jife
on the Southern plantations. The in-

o !

efficient reader plods straight through .

', the material, often with wanderjing
| attention-because his goal is only to
| “rend the leson.” Contrast the care-

T ful attention to detail, the search for

¢ visual imagery of the student who
studies the same chapter in order to
\make a drawing of the phmatxon
| grounds. Contrast again the proce-
* ' dures of the student who wants to
compare the way of life of the South-
em plantation.with that in colonjal
New England. Or, again, the method
used by a student whose respensibility
is to report on one very specific topic:
the duties of the mistress of the plan-
tation. This last student, if he is
~ reading efficiently, will' skim rapidly
thiough the chapter until he comes
to a paragraph. “which seems to have
«<a bearing on his special
settle down .to read carefufly for de-
tail. The student who thys reads with
pu its corotlary flexibility,-
has comprehensian’ impossible to the
student, who Inerely “reads.” .
. A third basic comprehension skill
1 the ability to make full use of pre-
vious lcanﬁng in attacking riew ma-
terial. It is “reading readiness” in an
extended form.
Joka sometimes make an adult

realize how a child. must feel w: .3

he has to read something for wi it
he does not have the requisite readi-
- ness. The following is supposed to be

ic, then .

TEACHING

a story told by Helen Taft Manning®
about her father. When Taft was: -
recuperating froni.a spell of iliness,
he wired & friend of his recovery and
remarked that he had just taken a
loug honeback ride. The friend wng

in reply, “ How is the horse?’

Whether the reader sees anything
funny at all ib* this stery depends
entirely upon .wheher he happens to
remember froin his previous reading
or from spictures he may have a¢en .
dutTaftwasoneofthchdnutof'
our prcndents. )

It is partly),a matter of, chance
whether a reader happens to have a
fact iike this'stored up in his head,
but there is more to it than chance.
Many students actually have the
ba*kgmund.mfonmuon for full com-.

't aension but fail to' realize that

they have it and to uge it. Associa-™ "
tional reading—<the a of drawing
upon all one has expyrienced and fted
to r.nuch what he is currently read-
ing—is a-skill which can be taught.
To summarize to this point: If an -.
analynsnsmadeoiwhathcattbc-

foundation pf comprehension,” there

seem to be at least three basic skills,
(1) the abilityto observe and use the
varied relationships of ideas, (2) the
ability to read .with adjuslment to
conscious 13) the.

purposé, and
ability toinake fylluse of the backlog

of real and wvicarious expmencc
which almost every reader possesses

These hasic- skills are'dc\clopcd
andstrcngthcned mpax;bythekmd
of questioning which teachers usé.
Questions niust be of the type which
chn.y tboughtrclatxonshnps cxpre-ed
in the and whlch bnng mto .
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focus mcamngjul assocxatlons wnth
previous reading and experiences.

T A “Thought™ que&tlonscant\n'nam-
) T Do no ~ perficial test of comprehension into a

‘ L learning-experience. < .

AR : °-i, ' -Suppose, for example, that stu-
. dents have read.an accoiint of ‘the
Olympic Games. It is: obvious that
the fist and last in thé followmg set
of four - questions will make pupils
use thcxt comprehension skills;, while
the second and third will merely-test’
*‘their ability ta skim or, if the cxcrclsc

hclps students leam basic comprc-
hen.ion skills involves the application -
of the directed-reading-lesson pattern
of teaching to lessons in the curricular
areas such a social studm, scienc
and hterature.ﬂl‘eachets in

tary schools are very familiar thh
‘the directed mdmg lesson, which
appears so often in the manuals of
basal readers. Apphed to a lesson in™
one of the content areas, it starts with
‘the development of background and
purpose. The ‘teacher builds mdx—,_

-

-

is unaided recall, to remember a’ nessfor the new lcmonbymtroducu'
“couple of facts: new ,vocabulary and concepts and
-1. Why do the Olympic Games- - by reviewing materialsTrom’ pmvxous

*

« today feature a,marathonrace"’
2. Who suggwted that a ‘mara-
thon bé), added to the Olym-
s . pics? '

3. What is the official distance of
‘ the mbdemn marathon? ©
4. Doesanyone, know of a famous
A¥nerican marathon race? Can,

you tell about it?
- RN ] " The Kind o} “gnestion is important.
I ,\So also,xsthctxmmgofthcqucﬂ-

4 o e R 7 D

" reading rather #n follow it. If'stu-
dents knew before they read about
o ) _the’ OIympxcs that; they were to look

they should be making the associa-
tions with previous knowledge called
for in' question 4; they would read
the account with better comprchen-
% sion because the "questions would
guide their reading. Questions asked

questions asked after may do little
- but test.

A "

v ) tions. Most questions should precede -

for "the causeeffect relationship re-
‘quired.in question 1’ above-and that

before help students -set purposes;’

"+ which students are guided during the
A’second kind of guxdance which
T

lessons or from the students’ experi-

" ences to show: them how .the new
Content connects with the old. He
also "helps them set . purposes for
study. After sknmmng through the
pages of the lesson, lookmg at pxc-
tures, readin;: -headings, reviewing.
-what: they already know about the
subject, students are able to answer
questions like these: -

“"Isthis a lesson we can read rapvily

or must we study it carefully? Why?
What are some of the things we
 should try to find out‘in this lesson?
What questions can we antlcipatc
before we read? .

How can we use this new informa-
tlon? - )
: Itxsdunngf'xsﬁrstpartofthc
.directed léssoy at students learm
one of the’ba  kills: how to set
purposes for rew.ling. < - _

The second'step, silent reading and
study, will be_éffective ir. proportion
to the skill and thoroughness with

ﬁrst step. -

e
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The tlu;'d part-of the lesson is the

follow-up, sually some kind of ques- *

" tioning or-Testing. Theitype of ques-
tions and ‘discussion the teacher uses

- «determines how -much students im-
- prove _ in their understanding: of
'thought relationships and how much
skill they acquire in making associa-

_ TEACHING

terials are -available with which to .
help students -learn comprchension-
skills, Many reading texts and work-s~
books -have been written, some of.
them very useful, tbopgh,asha;bccn
implied ecarlier, he tendency: has -
< probatly been to fragmentize the -
skills. and perhaps to confuse both

" teachers and. students by ‘presenfing

too many different skill§ to teach and >

_ learn>Many of the exercises are tests

- -of the application of the skills rather *

_constant practice if the |dirécted-
reading-lesson pattern is used. ,
_It is th writer’s experience that

some secondary teachers react nega-
- tively to this procedure. They may.

“feel that-it helps-the student too
"mpch. He ought-to be mor¢ on his
own. The truth is that most students,

even some very able ones; are not

 feady to'study alone by the time they
- enter secondary school; we should be

B complete independence by the timg
they k

- teachers know how 1y allow students
to take more and more responsibility
until one day, for most students not
until some. time late in senior high

school, it is time to introduee SQIR.*

SQ3R is a grown-up directed reading
lesson. The steps are virtually the
same, but now the student is on his
own. That. Robinson’s well-known
technkque is not more successful and
popular stems from the fact that they
have been expected to lear and use
it before they-are peady. . |

- \P

Teachers need to know what ma--

*Francis P. Robinson? Effective Study,
-Revised Edition, (New York: Harper, 1961) ..

‘well_content_if they have acquired

than devices for tegching them. Too
often, they consist mercly of passages_
toryead: followed by quicstions” fo. -
students to answer. It is the unusual
practice’ excrtise. which:really shows
the student how-to sce relationships,
-set/purposes, and make associations. -
 Probably the very best materials .
for teaching cornpréhénsion skills are
~the regular textbooks in-social studies,
_sciefice,-and literature.- Becayse the

" “student- knowsthat the contesit - of

these books is important-to him, he_
~ approaches them with 2 very differ-

are ready for graduation. Skillful > ent attitude from that with which he -

does a practice exercise.in a work- © -
-book. He welcomes th cher’shelp -
in seeing ‘relationships -and making

associations which guide him in- his
task of understanding and remember-
ing. Setting purposes for study makes
sense to him. Every lesson in every
textbook is a” potential source for the
_best teaching of reading skills. Few -
secondary teachers scem to realize
this. They. are always searching, for
‘something - different” — semething
“special.” Or, on the other hand,
they make the assumption that the
mere act of assigning reading in a
textbook will insure growth in read-

(‘l
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infy skill. Assigning i not synonymous
with teaching. Only when, the ma-
jontyoftuchusmsecondaryschools
realize that pnposeﬁxl tuchmg of
reading skills is necessary in the
everyday work of the content ficlds
will the mdmgplﬁﬁlun”hcsolved

Whatrolcdocllibtador“mdmd-
uahzed mdmghavc;mthuproom
of building” comprehension skills? A
vayunpmantonc,butnotthc kind

_ «of role which most enthusiasts for-
hﬁmduahzed reading” " seem " to
vxsualxze.Evcty bit ofreadmgwluch
a_person ever does is a potential-

- source ‘of background understanding
fon;allthcmdmghcwxlldomthc
“Reading . maketh a full ;
? said *Francis Bacon, and he
' must havcmant full of ideas, full of -
~understandings, full<of-the back-
ground for rich comprehes - \ny
réader’s experience can make this
clm He cliooses a book or atticle on
sonic subject with which he is fa-

this new field; he misses many of-the
relationships which are.obvious to. -
the sophlstlcated Teader in tb? field.

- Here;_then, is the reason why a

‘bmdprogramdmdmduahzedm'.

reading is esential to develop-
o£ comptehcnson -skills, not

havcclauned that most teachers will

to do'a good job of teaching --
theshllsasapartofthcmdmdual-

itsef. Rather, through
the reatting of many books, children
acquire the understanging and- ‘the

which make the teach-
ing of fll comprehcnson slnlls
possible..
- Iftheskﬂlsdacn’bcdhmareac-
ceptcd asfundamental to good read-
ing, teachers must make sure that
students thenuelva understand - and -
accept them. Practice of a-skill with-
out the studeht’s undcrsta.ndmg of
what .and why he.is practxcmg lwds
10 success in only a hlt-or-rms fash-

- miliar and reads easily with full and ,jon. Strong mmn_%m necessary

deep comprehension. - -

" Contrast this experience with what -
happens when a reader undertakes to
read a book in a field in which he has -
had no background of experience or
prévious reading. He can make no
associations; he ‘probably has no par-

eral one of getting some ideas about

in learnipg any skill, - springs from.
two main sources: specific evidences™
of progress in learning the skill and
proof of its practical application. The
more teachers share their own pur- -
poses and understanding with their

] ,students the more likeliiood of suc- .
ticular purpose. except the vefy gen-  Cess in their teaching.

—_
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- Clrstering Comprehension §k\|ll: to Solve Problems * ‘ . )
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IMPLIGIT IN: THE WORDING of thiz _children' (21, 26). How limited, in- ’ “

* ¢ ."and that, it ispdesirale”for them to the printéd page. ~ L .
. 'have training in_doing so; 2) that Third Assumption: Comprehepsion o :
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‘tOpig: are several assumptions: 1) that deed, their search for answers to-their
elementary children can solve problems problems would be without access to

reading will help in children’s inqulty ;" skills are mecessary, for solving prob- . , i

3) that comprehension skills in read- Jems. Children use™a great variety of . sl
ing are necessary in this quest; and 4) comprehension’, skills when they read - o

that these skills are not separate and to find answersito questions, including

- o disparate but tend -to cluster-around reading for .general idehs; for signifi- o L .
L related skills. - Let's examine these as- cant 'details, for ‘the. author’s plap; of . , r
. SNAE )i ptions for a moment. . -. development, tp summarize, T~judge -
. f “First Assumption:. Elementary ch.d-‘ or evaluate, té identify possible solu- :
- dren can solve and should have frain- tions and test them out, to ‘use refer- ; . \
- ‘ ing in solving problems. Those of us ence skills, to get the: literal méaning-of R -
. “ - i who have worked with chllglren need a sentence or paragraph, etc. . T ;
. t no further evidence that children can FiftyXyears ago Thorndike (28), ,
-\ '] attack problems dnd that, within the  from a sfudy of errors:which elemen- -
~ - ! limits of their expetience and a chal-  tary-school children-made in reading L
- ; lenging situatiori; they enjoy the. op- single ~ paragraphs, -concluded that . :
o } portunity with considerable- success. reading a single paragraph with under- - R .
o . O Research backs this up (17, 22). In standing involvds many ‘élements of N :
- . - " fact, the: characteristics and attitudes thought, including the Weighing of ' ..
4 : favorable toward inquiry can be devel- words in terms of the context, the or- .
) — oped-in.quite -young children. - Banta ganization of each element in its® g
j '(2) has.built and is norming a test” proper relation to others, the selection
: (CATB) ..for children from three- . of . certain corinotations of words, and ., . 7
. . to-six years of age that measures the “the rejection of others. He said that. T e
-~ . { following- characteristics which hg¢ con?\; effective reading the mind selects, . 1
- i siders significant for problem  sol¥ing + boftens, ‘emphasizes, correlates, and l;"'
o i, - and believes to-be amenable to train- organizes—all under the influencé, of & -
! Jing: curiosity, ‘exploralory':behav_lof; the right ‘mental set or perspgcti\ib . .
j persistence, resistance td distraction, pfe compared the processes required in R T
‘ | control .of impulse, reflectivity, analytic | comprehending a paragraph to those of .
. ' lp;eege;;tt:a! _processes, “and~ innovative  gojvins 3 problem in mathematics:  \ - >
: vior. . ‘ % o . T
= o ’é T Second Assumption: Reading helps Fourth Assumption: Comprehension
¢ in childrew's inquiry. Provided that skills are not used separately but tend v
: ‘children have the requis:tc literacy to cluster. Fortunately- for- children . { o
; skills, reading is -an important tool and teachers, alike, these skills can be . \‘\ i |

.
v
:
'
N
i
3
b
£
B
i

.which children use in problem solving, group. _ around basic steps invcived in v
whenever their search extends beyond  problem solving. They do not need to \ :
theit previcus experiences or one . be taught in isolation. In fact, for the SN e
immediately at hand, including obser- most pait, they shoutdd be developed ’ TN
vation: qr inquiry of adults or other together. A-flexible reader shifts. from : '

* w2Fosging AhEid in Reading, IRA Proceedings, 12, (1967) 109-115. AT

' o
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one skill to another as he gains insight
into the_nature of the problem, the dif-
ficulty of the reading matter, and its
development by the author and as he
deve or rejects “hunches”.he has
concerning’ the best solution.. Not
only does the understanding of what is

it also involves them in close

- ‘ KW%%“ many of the higher mental

4
{
A
v

S

« conjunction with one another. As the
situation demands, Yeﬂ-analyzef-organ-
ige; criticize, reject, 'reason, and judge
-With one process merging impercep-

* tively into andbher and employing the
appropriate reading or study skills, -

‘What pfoblem. solving involves -
.Where does problem solving fit into™

___all this? Reading to solve problems is

: - e form°of comprehension.
It involves many of the skills needed
for critical reading. Indeed, problem
solving ¢s a form of critical reading al-

than some other_typesof ireful read-

— -ing. ~Dale (5) gave problem centered

as a characteristic of critical reading. .

The essential_steps in jgrob!em solv- ,
1

ing have been listed in different ways
by authorities in reading and psychol-
ogy: In this article,.they have been
classified under those centering aroundr
the groblem itself, locational skills,
comprehension of the printed page, or-
ganizational skills, evaluation of mate-
rials in relation to the problem, and
finally, application of findings so that -
attitudes, values, and behavior are
changed.” . - - -

The problem situation

_ Reading for problem solving empha-

sizes the purpose, in this case the prob-

lem to be answered. Whether the

" problem originates with the introduc-.
tory material in the text, with ‘the

teacher_as an-assignment, by the class

setting the problem, or even with an

individual pupil himself -is not crucial,
so long as the child accepts the prob-

‘lem as hifown. The clarificatiori of
the problem may includdyexploratory

other. method of sharpening g0 that the
_direction of the.search is clearly de-
If the solution of a problem is to call
forth effective reading; the problem or
; must have relevance to_the
pupil and his -interests, ; Roma Gans
(9)_in a landmark study discovered
that high achievement on~a" standard
test is no.guarantee that the pupil has
the ability to rej
does not contribute information on a

selected topic. It should b€ ’equally -
clear that the problem shouldjnot be.so .

~simplé 3510 require no thought or in-
vestigation nor yet so com that it
cannot be truly understood ; hor should
the reading materials and tHought pro-
“cesses-involved be too complex for him
to handle. If reading is to-bed part of

* - though it may impose more restrictions .- Problem™ solving, there- must be ap-

propriate material available.

Location. of suitable reading materials
In the early elementary - grades,

selection ‘in search of pertinent facts.

. ‘Or, following the reading of the seléc- ~
tion; the group may discuss whether

the facts in the article supported or

a previous Selection. G

For a successful-quést; a- child must
have at “his commaid a,variety of
reference- skills such .as using a card
index in the library, a dictionary, an
“encyclopedia, chapter. headings, side
headings, and the index: of a book.
None of these abilities is sponfaneously
acquired. On the other hand, neither
‘does each of them have to be taught
meticulously and sequentially to every

contradicted information gleaned from -
J

child _in- every class, Needed, of

course, is a teacher who' is adept at
diagnosing the level which different
pupils have attained in these skills and

-~

reading and class discussion®or some

ect material which

guidance may well be given in a group *
situation with children reading a given,

I :‘i .
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PR at knowing when to_give guidance in &  sorbing the ideas as they appear with-
I - particular skill to an_individual, a out building. mentally an outline of the
' * 1 . sonall group, or even the entire class. , selection. Studies show that childrep
‘ o . g, tend to read all material at the same
- . Comprekension of materialresd e, regardless of their of the
) . . %+ -] ¢ In the first place, comprehension it nature of the material (6, 12).

- h - -any real sense involves the ability to ' Certginly, as elementary teachers, we

an English sentence. -‘should be scanned' rapidly merely” to

ARl B Thencherthewordmumn:s,ﬁ\e hauﬁntahlwlﬁdlisn’;upotul{tm
 more likely that full compfehension the solution of a given problem or

o »  will be achieved. shotild be read more for per-

- Except for.a small ‘minority who inent matter. At the time chil-
. ‘yould it the term “reading” €0 Sm- dre. muat carty. in thir minds some
ple decoding of letters to sounds, there fecling of where this point fits into the *
___is- general agreement that readifig.in- geners! problem. _At first thi :
_“volves getting “information -from-the€~ can probably best be done
S S B{‘:‘:‘_‘g . Many persons ““&: a grou;; of childr{e: in thmiﬁng a.com-
TS . 1tes } o i m. .
: 4y aalls it “reading the lineh A few eaponst - :
) writers would also include under lit- reading or studying . independently. -
the higher thodght such :f ach ;nly g:h:h:‘geaf the e'u should
- ; veit Xl s (SO ool at t er ‘pupl
3 seeing the nhhmm ideas . ",:h }c‘hbk to h:mm;;; ﬂe:; ﬁi;f:tmaﬁm;
- : ’ Y . . ve obtain m severa
N AR B ﬁ;gfl had .(;g) ‘ﬁ,‘“f‘n mmw: iourcesﬂ:':xytlputdup!iutingidus.
- N . erpibar . o MV Mu lo“gh- » N . N 13 . o .
TP ecet iseue of  Elementory English, Evelvationof malerislsvead =~ =
points out how to even lit- . In a_thirdgradeclass discussion
eral comprehension is knowledge about wild animals, one child said in
of our and how it works, i.e, fesporise to another’s statements, “But
linguistics. She illustrates with the that isn't a fact, Iruq'aome.thmg dif-
following sentence: “In . . .its . . . ferent in-another book.” This remark

Republican . . . banner.” In her of the copyright dates of the fwo books.
own inimitable way she .gives the Further investigation involved the use
steps which the Listener or reader of additional books and_encyclopedia
might tike in understanding this sen- and included an interview with the
tence—cumulative, -tentative, revised " director of the local zoo. Of course,

. .steps with later. words in the sentence pils do not always need to go this
. b m:gngyintg or expanding e:?leier mean- g:’ in deciding between fact and opin-
: - ings. The example illustrates that the 1o . L

teader. leans heavily, althogh often ~In evaluating, the reader must con- -
* unconsciously,"on his knowledge of our stantly check the statements of the au-
] linguage and how it patternsitself, - thor against what he has learned from
' ‘. . . ., experience or other reading. -As he .

. .. | Orgonisation of materials ___ ____ - _reads critically, he weighs what theau-

- Too many - children read along, ab- ~ thor said and challenges.his ideas. He

R hose-like . . . .. trunk, ..the led naturally to a discussion of which
‘ . little .g:'a'g’\'.re ...qn...the author was better gualiﬁ - 1o make
S o ... matchbox . .. carried .. .2 such a statement and to a comparison
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generalities which he™ does

g

. whether he uses..
;g.Thefrudu follows the author’s liné of

rmduwmteufmmghuedpmnt
young people color what they read by

: Thelustweandoxstobeonguard
against letting prejudice color our.own
mdxl;:g and to be oanmntted‘;;gwl::%
pupils _ opportunities to we w
th?' read or hear reported on the
scales of objectivity in an honest

- search for truth,

A pphcahon

When children are reading to. solve
a.problem, they test what they have '
read by checking whether they have
solved the pfoblem they set for them-
selvu Young children aré tempted to’

the first solution that they find.
Older .boys ‘and: girls are mcreasmgly
able to hold hypotheses tentatively and
to “test them more logically.” Even .
when they have reached an apparently
satisfactory solution, they learn to limit
|t by a statement such as, “This seems

the answer or “As far as
we can find out, - solutioh seems to
be... . .” Gray: (M), Gans (8), and
others stress the fact that reading.
should make a difference ifi attitudes,
values, and behavior. When children
;ud wisely and thoughtfully and reach
"a conclusion, they must learn_to in-
corporate it into their attitudes and
values, contingent upon ‘subsequent ex-
perience and evidence from furt
reading. Too few of us act on
basis of what we have learned from
our reading. We should teach chil--
. dren to stand up and be counted when
a. controversial problem th

studled is under discussion.” urther_

4 \

- -

- notes whether the author is making-
up with sufficient facts; or
. devices,’
ngmdaccept:-or rejects his
conclusions.  He asks whether the
of view. - Studies -have shown - that

; their own_attitudes and biases (3, 11,
5 .16, 18). Even 30 do we as adults. -

_have -

mdmg should mﬂuenee what children
do. For example, it is of little use for
a child to learn how bacteria is spread
if he continues to be negligent in’

- sonal cleanliness, the handlmg of food,
and the like.

: Pmblem :olwng related
to suhlcct fields,

Whatcver the content field i in which

mdmg is done“to solve problems, it
will ‘require certain . com ion
skills. Examples. are recognizing and
understanding the, general and techni-
cal vocabulary’; getting the sense of the
;thlzteml evaluatingl it u;“tcl;‘{ hght of
purpose or pro em, as
ing the relevance and worth o
ideas; and seeing the relattonshlps
amongldm, s
‘Granted that there are compfehen-
. $ion skills comnwon to'all content areas,
" there is still ~variation from field to

field in the skills to be emphasized. -
material and

The nature of the reading
its function tend to dnﬁer from subject
to'subject, as Nila B. Smith and others
have paifited out (23, 24). .

Smnce and arithmetic - -

Science and arithmetic texts are typ-
ically compact in form with a rather
henvy burdei of technical terms and
thh recise, sequential steps to be fol-

‘Usually a varying- but slow
ra.te is required (7).

Socaal studies .

"Social studies materials can.often be
Tead, at a faster pace, but not always.
Frequcntly, the pupil must interru,
“his reading to study a picture, a g:‘a?
. a chart, or 2 map, Cause and )

-+ especially in historical writing, must be
traced. Here, too, authent:c:tv is im-
portant (14,20). ]

%

C hildren’s literature

We are accustomed to think of- cﬁh-
cal : evaluative reading in. relation tc

f -
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136 TEACHING
arithmetic, - science, " and  sbcial differences in the skills required in

studies—the so-called’ content - fields.
Recently, increased emphasis has been

lacedon amlysis and a more
interpretation of literature by e
‘Some of _u; have :’twedl that this %q}-
phasis might result in -lessening chil-
dren’s lovlg for good stories and books,
if such analysis is within their powers.
Evidence is accumulating, however,
that with careful-selection of materials
and wise guidance elementary children
can learn to use the problem' solving

_approach in evaluating materials: com-

paring characters in two books with

. - similar themes, tracing the .develop
. ment of plot and character, and react-,

ing. 'to. the quality. of a. selection.
Children secem to enjoy savoring the

. approprjate word and the vivid de- -

scriptigh and examining the ,point of
view-bf thé author. All this without
lessening. their competence.in réadivig
and " at the same time .increasing.'the
,gan? and amount of voluntary read-
ng

pr

An interesting study has been in’

ess at Ohio State 'University
under a grant from the U.S. Office of
Educhtion (13, 29, 31). In fact, this
study‘grouﬁ has developed and-normed
a test' on the critical reading of litera-

tufe. The study was a comprehensive-

one which included control. groups and
guided classroom obseryation. To
members, evaluation of literature to be
valid must be done in accordance with
criteria, hopefully criteria which - the
children have helped to.set up.

Children compared Madeline, quite
a character but always the same, with
Crow Boy who changes believably into
a more mature yetstill shy boy. They
learned how to identify realistic vs. im-
aginative roles. ey found that

ing their hands at writing their own

trying

" modern folk tales or fables enhanced .

their ability to discriminate. Such
problems as why the author chose to
.write a story from a given point of

view proved ‘interesting and profitable.
Van Gilder #(30) found "that the

various fields lie not so much in the
materials themselves as it the of

bing ,* thinking required.” He réjects the no-
ildren. tiori that the reading act can be pack-

aged, parceled, or isolated into sep-
arate compartments. The teacher not
specifically charged with the develop-
_ment of reading power may take com-
fort from Artley’s (1) statement that
_the_ teacher need only ask himself,
““What competencies must my students -
have to zarry out the learning tasks in
 this course as I teach jt?"~—and then,
presumably, help students build the.. .
competencies when lacking. We would
hope that the tasks set would fre-
quently be problem ‘solving in nature.
’ Inquiry as an individual
© . matter

.. Suchman’ (27) defines inquiry as . .
learninig that is initiated and conttolled

by the learner himself as'a means-of
‘expanding “his own _understanding.

He believes that the more .active, au-
tonomous, and responsible the leirner
becomes for decisions regarding the
collection and Interpretation of infor-,
mation, the more meaningful the learny

& ’

ing and the better motivated the "“g‘.‘;\‘ -

Stauffer (25) also distinguishes
tween group and individual inquiry.

: Coflclusic_m .

In sumgmr:;)’,‘ c:en chikll‘ren in the el(el-'
mentary es be taught to use read-
-ing and other modés of inquiry to
solve problems? The answer to- this :
question, is affirmative, (19)--granteéd
that young children, as indeed any of
us, cannot think beyond the acquired
experiential background and that they
do not always have the verbal skills
with which to express their ideas; their
thinking nevertheless, does not vary in
kind from that of adults.

Problem solving skills are not lim-
ited to reading.. If we wish children to
use these skills when they do read; we

s, .
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op,
" the skills involved in critical thinking.
- As adults, wé must permit differing :

/“Reading and Inquiry.” The Ann
| ; ding

why. .. ? What if . . . had not finished
. his job? Abave all, we will strive to

-
.
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must capitalize on every opportunity
for them to develop a.spirit of inquiry .
throcugh manipulation, observation,
conveérsation, amf' discussion.  Situa-
tions throughout the .school day and:
in out-of-school life givé countless

portunities for children to practice

* 5

opinions and chierish a questioning at- -

_ titude,

/A recent convention of this Associa-
tion was centered around the theme

Proceedings, issues -of The Re
Teacher, and other IRA publications,
ntain futtigrous articles related to o,
criti iminative reading, many.

we have read and what our expetience
has taught us as we guide children’s
reading in thé classroom. If we do, in’
_addition to who, what, and when ques-
tions, we will add-ones which ask why -
“or how. We will release imaginations 11.
as we give such leads as I wonder

‘create an atmosphere 'in which “read- 12
ing between the lines” and, “reading
beyond the lines”. (4) are taken for
.granted, a climate in which children’s
ideas” are- encouraged and examined. 13.

-

. " In these ways we make reading and all

learning an acventure which leads to
 lifetime commitment to inquiry.
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\ speculate onsider guess imagine myswmdgepenknowledgem@
. ;udgc 'uafon' surmise * infer belief ?n.tams of gv.!m and
- ypothesize’ didwce T - 7appmmuon—d|e genuine learning e
vistructure” plam - of the phildSophers. .
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TEACHING

List B usually implies an obstacle
that has to be overcome. The list,

involveglin" i

i is doing, or who is trying
to recall the number of products that

* can‘be made from coal, or who is

contemplating in retrospect the swim-
ming test he passed last summer can

- say that heiis thinking—and Tic is!

Many teachers, of course, have an
‘that thinking usually

means the solving of a problem in -
arithmetic, or the suggesting of the -
reasons why cotton is produced in .

California or-beef ~attle are raised

—

in Florida, or the consecutive steps’

-'in writing a composition or creating

_a poem. \
Thinking involves all these—and ;
‘Teachers must appreci- -so that the leamer may verify his

much
ate that the behaviors involved in the
acquisition of an idea; the recogni-"
‘tion of similarity or difference, or the
deepening of a meaning are as much

thinking as are the behaviors -in ~requires, the rearrangement of ideas,

solving a puzde, planning for a
p:cmc,orduoovmngancwpeoea

N .

.of course, suggests that all of us think .. _ e
.+ at different Jevels at different times.

- for simplifying the recording’ of

_ or getting at the principles,, or

» { * »

in ‘chemistry, The implied gradient, "+ « 7

Some of us become aware of a new e

fact and try to iit it iato our store of B -
knowledge; apd the same petim -7, , .
my‘abol:{ewqﬁngwtaproeedm o

J

inyolva-meacﬁvityoa_tbepnof
,tpcthinker,wbaheritbemning,
whether it be reorganizing material o s
or_developing a new methodology. - . i
Thinking can be taught by stimulat- -t i
ing the learner to oversome obstacles )
within his intellectual range at his
developmental stage and his intel-
lectual level. :

In teaching the child to think, the .~ =
problem or task should be difficult -

hints, suggestiorm,
solution of the problem. In textbooks-
in arithmetic and algebra, authors e
usually provide hints or suggestions. L. K
thinking and obtain the satisfaction
of solving the problem. Thinking and
reasoning can occur in any subject or
skill, in school and outside. Thinking

principles, and skills.in finding the
pa;li'}f_rom what is known to whatis- |

@ ' »> o
. ¢ . x .




to be discovered. Teachers not only
must encourage thinking, but, more
“Important, they must teach thinking
as'an active process not only in every
schoal period but also on the playing
ficddapdinthehome, = - - mal
naici.ny,dngewhgrhathem,

" 'Ihe teacher can guide the learn-
"er’s thinking about any §

sewn in prison workshops. By the end -

 of 1824 he already Hid a complete

line of ygylinary working for
. fast that he was
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-+ "with customers, wlgoahom al- °
lowd.a.edn.AbomlaSOthewor_k-'

gety
dldheb\ay,hnwakdothu?/(?,)
Why was it that dealing in gecongd-

. hand ,clothing was an important.

business in the 1700’s and 1800’s?
(4)Whausthevalﬁem“¢mdard*
izing measurements”? Can you give
mmrh that would apply today?
(5) What invention was needed to
speedandnduoetheoatofmakmg
clothes? (6) Why was this passage

written? (7) How can you find out

" whether the autl{or was gccunte and

fair?

v 'I'hequauonured:r&.tedtopm
vide a scheme by which the reader’
and leamer can think with text
materiaks. Indeed, thefonnuhbonof

_the questions parallcls .the anaiysis

- of any communication®, Who says

whattowhommwhatchtm.ckfor
what purpoe and with what effect?
Banally,thequestwnurcgnded

Jsignificant. The steps must, bymg-

At}urdsetofqumucwldbe
directed to implications from the
passage, ¢, Does this pasage give
anyundcnundmgofthcmjudm
of people? Why would people differ
aboq&«the relative advantages of
thaﬁ[:deuordmmvcnuonorthu
pmcus?Whatvaluesdoyoumm
getuagatthehuoryofan:du?

A fourth set of questions might be
directed v ndformnhtmgo(hy-
potheses, je.g., Why did this' event
takephce?Howanyouaccpunt
for it?

The teacher’s task in the develop-
mentofthmhng:sxmpottantmd

gestmg,hbnng,orquemonmg
leaner through the phases of
unde@iﬂf‘lﬂzﬂlembmmm

ing_hypotheset -or reasons for- the

exnstmoeofthept’oblan,andfamu-

lating hypotheses for the sol of
the problem. Here the t “ean
help the leamer by “him to.'
formulate questions.. Goodquauon
ing i good hypothesis formulation.
‘l‘heleametscanbehdpedbybung
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‘additional. information or inquiring .

about motives or. pchndnces or spe-
‘cial pleading:. .~

me ons seclung challcnge of sugg&mg hypothw

for a:se: of outcomes or facts, These
«could range from accounting/for the”
pattern of rainfall in castern Puerto

The art of guatxqmng «can_be.- Rlco, the probable reasons for the
directed toward seeifg similar'sies or- Union Army's failure at the Battle

dxﬁcrencu (conccpr iormatxoxx), or
seeing common elements among con-
ccp_tg__(gcncrahzauon), or; recogniz~
- ing the limitaticns ‘or> qdvantagcs
(cvaluation+ Qu&stxons

" (strugture and restructure), to
__evidence and" proof (verification).
“Indeed, each line of verbs in Lists-A
. and B should suggest the direction
of ‘the: ;thinking-leaming procéss.
.The dcvclopment of thinking. in ,
puplls is a responsibility.of all the”
teachers who meet the pupils. The

of Bull Run, to-the efficien
b:cycleovcr a tricycle; The'#jldren

~should bey encouraged to’ “challenge
somc _-gencralizations in terms of:

erfor_in generalization o in infer-
erice? The matter of proof depends
toa Iargc degree on the respect for
cwdencc. Can the children be led to
rccogni;c -that not all the evidence
- " becn adduccd for a ,_p_artxcular
" gener: or that the gehieraliza-
tion does not ‘consider all the avail-

emphasis should bcupon dcvclopmg +able, evidence?* Undoubtedly, many

- in the child the abxllty for- cntlcal

opportumtus will be found- for

-

thinking. Eveh 4o thc Towest grades -understanding and criticizing adver-

children can ' be given' the challcngc
of finding out how to attack 2 new"

- 7word, how to ipfer the meamng’of 2
"+ a word as used in contéxt, how: 1
recognizé common clements among

tisoments and theif clajms, or for the

'ﬁx;derstandmg of propaganda, both

bosmve'and persuasive.
Smcé/ tfunkmg is to be cncouragcd
wxﬂi reference to all expériences of

“;can ‘be- What,‘arethcfacts’Arethcygroupcd\
formulated toward seeing scqucnces prdperl ?- cht,t,hg_author_makm—»_,

(%

words, both in conﬁg’g\ratlon endin’; ‘the- chxld all teachers must cooperate -

_ meaning. The child sBouldbcma e in, makm “the -child aware of the

aware that critical thinking " is mpovtancc of critical thinking, not

"+ active process in which he canrp -( ,onlywu:h ‘reference to school lcammg

Uclpatc by collecting data, or stig-{,. but 1.;Iso with reference taexperiences
- gesting examples of a pnncxplc, or’ outsxdc ‘the. scHool. This means-that

demonstrating equivalences or simi-
, laritirs. He -should ‘be tncou\aged own attxtudcs and interests. He ought
to see that one of the first steps in totry to find out why he has, certain
 critical thihking is to organize in- ‘attitides toward people frora other

o' formation and acpcncnccs about- countncs.or toward a particular pro-

problems by recognizing slmllantla fessional baseball teanr or toward one -

or differences #45m  pelitical party. For maximum trans-
One of .the ‘most provocanve' o “fer to. be-effected, all teachers rust
pcncnces chnldren can have ig tbc encou. e andreward cntxcal ‘hink-
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cally in her subject area 3o that she
sabletongcillqn-auauoftheway

]
howhypothc

cvidmocncg‘
ses are fi

Tcnuforproofmnﬁlmd.

ing. Tlns,of course, mphes that the -
tcacher is competent to think criti-

howthcreqmreor

tailors the experience for (a) -pro-
ducmglargestocks, (b) wabhshmg

fixed prices for clothes, (¢) opening
branch*" stoves, (d) standardizing

,méa:urmni:, ,(e) training master

3. Thedcvelopmmtofmasspro-
duction of clothing on a large scale

" the following three items are items, - Thinking is an active p

In a significant sense, it -will not 7 awaited the (a) development of re- E

be easy
thin!dngxftheyth are less labor, {¢) mpmvmtofclothmg
than fully competent in the process. dmgnf\’(i) grdwth of labor unions,

One of the most exciting ways for - *(£) invention of the sewing.machine.

a teacher {p become- aware. the - Again, it is always stimulating to

'aspcctso(mucalthmhng-relevant trytodetammcxfngenfacts;anbe
 for- her in "her -particular area’.of orgamzedmtermsofoommonpnn-.

competency i in the making of - ciples or in sequences. The illustra-
mdmgtuts.Asthctachcttnato t:onngcnatthebegmnmgofthns
forinulate:the kinds of questlons sug-  article 6n' the organization of verbs
gestea in the treatment of the passage  about thinking represents one at-
used ‘carlier, she will become aware tempt to show the gencralization
of the fact that she is making hy- emergmgfromanactxvcsearchfor

pothem,suggutmgorgamzatwnof organuaumﬁome

tween the passage and past. experi- In the Umted States Air Force, for

~—¢nce and knoWledge. If the teacher instance, the use of a general scheme

Were to try to make multiple choice -applied to any problcm the
questions, she would see that some  basis for improvement in quality of
of the most likely -errors in thinking . the solution produced& for ‘problems
could be anuapated For examplc, by officers.

ess. It
made to evaluate the child’s under- sceks-and searches. It orgayl -es and
standing of the passage: ' gcnerahzs. It collects apd-solves.
~__1. The best title for this pasage Thinking does not alwaysjproduce a

for teachers to reward critical -tail stores, (b) elimination of prison -

forms of content -
" data, secing- relations that exist be- ~ organization can b&mdely apphcd

o oot s o

‘, for thc Austrian Army -gave the lcmsallof usface.

is {a) Sweat Shop Labor, (b) Ready set answer. It is not , al-
to Wear Clothing, (c¢) Military Uni- thotigh it uses what is embmd;
forms, (d) Unfair.Competition, (¢) ‘it is not genérahzauon, but the pro-
Dangers of Prison Labor., cess of amvmg at generalization.

2. The experience of the xmhtary Thinking is basically an attitude of
tailors .in manufacturing umfgrms suspended judgment about thcprob-
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Usmg Paragfaph Cluos as mds to Understcndmg

]AMzs\l thmum' ;

L -
ANYON E WHO gives careful attention to the mental processes

associated mth readihg soon recogmzes that reading is not a
simple procedure and that there is o\dmgle way of teachmg it.
- The mature reader uses many processes epcndent on his purpose

1 for reading imaterial, ‘the author’s. Jpattern of wntmg, and other

clues which aid in ascertatnmg meaning, This article is designed
to emphasize one approach to interprétation which seems to be
overlooked frequently as a teaching devxce. It deals with the

. mterpretatxon of paragraphs.

The widely accepted approach to paragtaph qtterpretatmn
consists of secking the principal thought and suppomng detaus.
This approach assumes that-every well-written paragraph is devel-

_oped about one essential idea; that this essential idea is often

found in the first sentence; that it is sometimes found in the last
sentence; and that sometimes it may not be stated i in any one
sentence but may be formulated by the réader.. In any case, to*
interpret the paragraph it is necessary to ndentnfy the essential
idea.and, if need be, to suppoit it by the subordinate details.

_* 'This approach to paragtaph mterpretauon overlooks the fact

that each paragraph plays a role in the pattern of writing in which
it occurs. That role is fl:equently the most helpful slue in inter-
preting the’paragraph and in ascertaining its relation to the-’
selection in which it occurs. A number. of exampla follow to
illustrate the dxﬂ%rmc roles that paragraphs play i in the patterns

- - of writing’ found in school textbooks®™ To read the paragraphs

effectively, ‘ttention is directed to the differing internal clues in
the paragraphs instead of attempting to fit all paragraphs | into the
single pattern of- central thought and- supportmg detalls

-
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Intrbductory Statbiments o

The introductary statemerits that are found frequently at the
beginnings of selectlons are valuable in giving the reader a mental
set that a;d% greatly in inferpretation. -Such-statements usually
give the purpose of the author; they may give a preview of the
contents of the selectmn, and they may jndicate its plan of organ-

" ization. They prepare the _reader by mdncatmg what he may
* Journal of Reading, 8, (October 1964) , 11-16.
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" éxpect to ﬁnd in the lectIo as he rcads. By using mtroductory
statements as guides to ing, the reader comprehends begter ..

. the intention and exact meaning-that the author intends to convey
Read the followmg introductory statement from a chapter entitled
“Simple Sentences.” How will this statement he)p to mtetpret the
chapter- Whlch follows ite” )

“What you have L say it excellult, but fora malurer style use more paruuplu and
infinitives.” .
.. 7Af you found. that comment on your, paper. would you undcmand the teacher’s
suggestions? English, l:ke any other subject, has a specialized vocabulary, Fortu-
vocabulary is comparatively small. Knowing the
names of eight parjé of speech-and about two dozen. other terms will give you the
tools ior imiproying “your wmmg aind spakmg. T!m chapter w:ll provxde a

r

Parogmplu of Deﬁninon . ! - ~.

Paragraphs often develop concepts or deﬁne techmcal terms.
Such paragraphs are particularly important to future understand-
ings of the text because, when the terms are used again, it will be
assumed that the concepts are known to the reader. Aftér reading
the following statement, what concepts should be familiar to the
reader? Note that no single central thought mll suﬂice in learn-

-~ dng these concepts.- - - R

« The posluve mtegers greater than oné afe-enher prime of composue numbers. If.
a number is prime it has no integral factors other than itsclf and one. A composite
number * “factorable into the product of ‘two or mm'e primes, each les _aan
the composite number. . .. ' - .-

Each compome -number has at least two pnme “faciors. For example, 6 can be
factored into'2-3; 8 equals 2-2-2; and 18 equals 2.3-3. We all the expression
of the composite number as the product of primes the decomposition of the number.
If a number is factored in any manner, we call the indicated product of the factors
J7 !acton.aiwn of the number. But a factorization is a decomposition’ only if the

facton are grime. For example, 2-6 is one factorization of .12; 3-4 is another;
2-2-is a third faciorization of 12. Only 2-2-3 is a decomposition of 12. Usually
the facton in 2 decomposition are-arrariged in. order of mcn-asmg size o ’

d3

Ptinciplo Explainod by Illusmmon . B ] .
Paragraphs—and-also-longer selections-are-often-organized-in

ANyt ¢ s e 1 AT e oen v TS
" . ' -

e s e e o kS W AN o b S S8 22
N +

ey

ety

P PP A TR N

‘terms of a principle or a process supported by one or more illus-
trations. Sometimes the reader confuses the illustrations with the
principle that the author intends to define. This confusion grows
out of the fact that the illustration attracts miore attention or is «
more interesting than the authoxts point. The competent reader
differentiates carefully between the intended thought of amauthor
and the illustration used to clarify that thought. What is the
slgmﬁcant principle in the follownng paragraph? What illustra-

.
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‘kenmcky-

‘tions are used to clarify that poixit?- Pt

CHAlL acué volcanoes :cnd forth gases and smoke” is a sclemtifc principle. “Many

kinds of, plants and ‘animals live only in water” is another. A\gcientific principle
- is a general truth, It_is always a conclusion that has.been arrivad at froni much
observing or expenmcnung. or usually from both, Correct observing-and experi-
menting result in discovering facts. A principle sums up many sepante, cloeely
related facts into_one tmth that inqqlep them all*

' Auodaﬁna Yeoxt wlth Pktotial IIIW ns

"In reading, it is frequently necessary to associate the textual °
discussion with maps, graphs, and other forms of pictorial illus

" trations, Note that in readmg the following passage the attention

of the reader shifts three-times. from the tgxt to an accompanying
map which acquaints him with routes. In th and similar readin
situations careful comparison o£ textual matenjial arfd illustrations
is essentnal to understanding. .

. . The map on page 256 shows the mutclby wlnch ue.pnonecn made thenr
way westward,

Notice the Cumberland Gap, at the southeastem corner of what is_now Kcu-
tucky, ‘This pasg:through the Appalacluans provided a_way- into what are now
. Notice, too, that pioncers could move into the southern _
regions’ by following a route around the-sotvithern tip of the mountains, Most of the
settlers in what are now_Alabama and Mississippi took this route. Finally look at
the ywhuula, that makes up the state of Florida. Notice that ‘settlers could
easily move into this' region from both" Georgia and Alabama, followmg the

* coast sind the coastal plain*

2.‘,

) Compurkon and Contrast =~

" Another technique frequently employed in composing para
graphs is to present comparisons and contrasts which clanfy -the
significant points that the author inten “ifake. The inteipre-
tation of such paragraphs tequires mental processes suited. to the
pattern of writing, Note how. the author uses compansons and
contrasts in the following paragraphs to illustrate changes in the
presxdency Also note the character of thinking necessary to
understand - the paragraph., What do you understand from his
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compansons and contrasts? - EI T ’/, -

There have bgen striking ¢hangés in the White Homc’b'efore‘m our history.
One such occurred when the cold, ‘austere, and studious John Qulncy Adams was
replaced by she fiery frontiersmary, Adrew Jackson. - Another saw the wise, and
patient Lincoln followed by the obstifate, egotistical Johnson. But, none- was,
more remarkable than the replacement of Harding by Calvin Coofidge. " Here was
no handsome, genial executive, surrounded by good_ fellowship and conviticed thatw

.many problems of statesmanship would su e’y yield to good, nature and friei lly
« understanding. Instead. we had a plaln.::il

nt,' austerr, Presiden, For Coolidge
was a Puritan Yankee. He pficed mponsibllity and variftat the top of the list
‘
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. : o?virtqa and was as rigid as the granite of his Vermont hills® :
- > "1 .. Causeand Effect B '

! 7" ‘Theinterpretation 6f many paragraphs is dependent upon the
. refbignitioi Of relations between cause and effect. Notice how this

-‘type of felation is the clue to understanding the following passage. °

. Water puts out a fire for four reasons: (1) It kecps oxygen from .the burning
o material. (2) It cools the burning substance below its kindling point. (3) To
oy " - 4 :hangemtertogmmnﬁ:lmheannd much of this steam must come from the
A R - burning substance, thus copling it below its kindling point. (4). It produces-steam -
i " which acts as a blanket and shuts off the supply of oxygen$
i N e . (

" Problem Solution T 4
. Many selections present problems and offer solutions for the
- consideration of the reader. In such selections the problem should
P o first-erigage, the reader’s attention; then he may examine the evi-
R dence concerning the problem and the author’s solution; finally,
: 4 “the reader may formulate his own’ conclusio® after considering’ ~
the author’s presentation. In dealing with problems it is often
« necessary for the reader to span more than one- paragraph to
apprehend meaning. What'problem is presented in the following -

~paragraphs? Do you agree with the solution presented?

, Ever since- tion of the Virginia and:Kentucky resolutions, which declarec=

- ){12% state has*the power to decide whether an act of Congress is constitutional,

. en had argued’ the question as to where lay the final authority. Did the state
PR ST courts or the federal- courts- have the last word in declaring what is the Jaw of
- . the Jand? Led by Chief~Justice Marshall the Supreme Court, in a series of deci-

\ sions, amserted its authority™to pass on the constitutionality of a law. This view ¢
of the Court as final authority was set forth in the éase. of Marburg vs Madision
ass. - LT S -

In this gase, in the name of the éptire Court, Marshall declared unconstitu-
tional a ygtlieon of the Juditiary Act of -1789. Since the Constitution is the
Zsupreme law -of the land, Marshall argued, it limits the powers of Congress. If

~ Congress could ignore its limitations, then the Constitution would disagpear. The

, ' : courts must -therefore declare null and void any legisiative act which is contrary

P . to the Constitution., “It is.emphaticslly the -province -and duty of the Judicial

A ] i departmerit to say what the law is.” This is the principle or idea of judicial
AT rpvicw. |1t is not stated in-the Constitution. C

The decision shocked President Jeflerson and other Republican leaders, “They

et s o b e e

e [ ""deénizd that the framers of the Comtitution meant to make the judiciary.branch .

. more powerful_than the legislative and executive branches. The final authority,
| they insisted, should rest with the people’s elegtive xeprele‘ntqtim, not with the
) judges who are neither chosein by the voters nor accountable to them, Jelfénqn'ui&
: "that. Maphall had made the Constitution *'a mere, thing of ‘wax -in the hands .
( . of the judiciary, which they may twist and shape in,any form they please.”. How-
S, b ever, Marshall's view prevailed?, . - T

"\ Evenisii Chronological Order ) K |
It is often important to place an event in time, to know when.

O . .
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it occurred in relation o' other evénts, or to recognize the time
- “order of a series of events. The readinig process includes a sense-

- of timing. ‘The following paragraph is an illustration. . .

.- After ten months of struggle, the Constitution was finally accepted by the required
number of states. Delaware was the first to “come under-the Federal roof™ on
December 7, 1787, when its convention voted unanimously in favor of ratification. )
New Jersey and Pennsylvania followed before the-end of the year. But it was not
until the middle of.1788 that the, Constitution yeceived the approval of ‘the re: .
"quired nine states® Lo o !

. : ;

- SN

: Eﬁumgmﬂoq or Summary :o- : : | ’

LY

s >

.Some paragraphs ha\’ie; for their purposes' the enumeration or

summary of 2 number of ideas.” Such paragraphs are usually found

at the ends of chapters, but they may also occur at any point where

it is desirable to list a number of details. 'If the reader desires to -

master the details and to remember -them for future use such

paragraphs require concentrated *attention and somewhat slow ’
" intensive reading. Note the series of details in the. followirg

paragraph. ) ‘ - e ‘

The circulatory ‘systems are pathways through which. Tood, oxygen, waste products,
secretions, and blood -corpuscles are transported. Some substances diffuse out of
the blood through capillary walls; other substances diffusé from the tissues into
the blood through capillary walls, Some substatices are collected in the lymph
and returned to the blood through lymiph vemels. Water is the vehicle facilitating
diffusion and transportation® K

”
I3

Iy .~ . * _ _ o l

The nine illustrations given above are intended to show that

* the internal clues contained: within paragraphs direct the inten-

tion of the-reader to the role that paragraphs play in patterns of

: wtitingﬁl;ese clues indicate the most diséct approach to inter-

pretation o“f‘iﬁrh‘graphs. The use of clues represents only one of
many-approaches to paragraph interpretation. ¢

The illustrative paragraphs also suggest how the mental proc-

esses of reading-may-vary i :

i
i e gt A it i e e e .

B
_:‘3

3
»
-

subject to subject. A more comprehensive analysis of textbooks
would undoubtedly disclose other types of paragraphs and other
_+ mental -processes. For example, to save space, illustrations (vo\f4L
, tranfitional paragraphs and descriptive paragraphs have been
omitted. o ] , e

‘Furthermore, types ofw‘riting“‘other than textbooks, would
certainly disclose different clues and different mental processes.
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, An analysis of fiction, drama, poetry, essays, news stories, and
other forms of writing would increase the number of clues and
the variety of mental processés required for interpretation. With-

out doubt, the mature reader utilizes these internal clues as im- -

| portant guides to understanding. They may be used also as
| valuable: aids in teaching comprehension skills. - '
Reforances | r

" }enty 1. Christ, Athony E. Tetino,.and J. C. Tressler, Heath Handbook of Eng:.

\ lish 11 (Boston: D. C. Heath snd Co., 1961, p.5.~ = - _

s *Glen D, Vannatta, A, Wilson Goodwin, and Harold .P. Fawcett, Algebra..Two
(Columbus: Charles E. Merrill Books, Inc., 1962), p. 74. 3
*Francis D. Curtis and George Greisen Mallinson, Science in Daily Life’ (Boston:
Gimn & Co., 1955)-p. 9. - ’ ; .

- ¢ Mabel B. Qaner,' Ralph H. Gabriel, et al, Story.of the American Nation (New
-York: Harcourt, Brace & World, Inc,, 1962), p. 254 .
‘sDavid Saville Muzzey, Our Country's History (Boston: ‘Ginn & Co., 1961), p. 574.

- ¢Franklin B. Carroll, Sam Adams, and Lee Moncrict Harriion, Science in the Uni-

verse: (Philadelphia: The John C. Winston Co., 1958), p. 33.

+ *Ruth Wood Gaviin and William A. Hamm, United States History (Boston: D.C.

Heath.and Co., 1960), pp. 226-227. .
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;\. W. ANDERSON®

Smc:mﬁuncuonofmdmgu
to satisfy some purpose, or to

"aolvelomeptoblemwhlchnecm

. tates the using of reading as 2 means,
it would scem to be obvious that the
development of reading skills which

lead to the required end must form
* some purpose. Wordsm key-words

a basic element of any reading pro-
gram. 'I'hesexhllsmaybeusedungly

. or in various combinations atcord-
ing to the nature of the purposes
involved.

7 Ifthesclccuonoftbeskillsre-’
quired is based on the purpose, it

follows that the purpose must be

e =

which deals With the pomt> ime
portance. Key-word br key-phrase
. reading becomes meaningiess

unless
the reader starts with some - knowl-

edge of what he is secking, for, words -

have little intrinsic importance, and
only beccme significant n terms of

with reference to some problem or
purpose, and unless the reader knows

the nature of the problem or purpose
he will not be able todelect the words .

hencedstoread. - -
The writer cannot speak with ref-
erence to other educational systems,

clear to the reader before he begins "Bt it is prebat-'e that the most gen-

to read. This -implies that most

) du‘ectxons and comprehension’ checks
‘should bé placed at the beginning of
the passage which is to be read, and
the reader should be instructed to
read them first. In other words, the
reader starts from wzthmg which
~is: known and proceeds to deal with ..

erally used mx . ».d of checking com-
prchension is to use ungeen, and
therefore unknown, questions. Such

‘a procedurc gwes the answering of

certam questions as a purpose, and
vxtuthercadertoreadthhthu
end in view. It does, however, omit

to tell him t!\c specific ,natuw of »the

the unknown content in these terms, “erjuestions.

After all, the aim of teachmg reading
is to develop proficiency in satisfying
some specified reading purpose ac-
curately and economxcally, and to
spend_no more time on the reading- .

p A
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Some reading skills are only mean-
_ingful if the question, p oblem, or

) purpose is clearly stated at the begm--

ning. Skimming, for instance, is a
search or locational skill, which is

ysed to find that part of the matmal-

Ina situation whcre one wishgs to
force the development of accurate
reading for details, with the reader
quite clear that he must read every-

. thing since he may be questxoned on

seen quctlons is a valid method of
. developing comprehension. This is

especially true if - rereading is not
pernuttcd the function of the unseen-
question is to determine the amount
remembercd ona smgle reading. If

’Readmg Tcacher IJ, (February, 1960) 206 207, 211.
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one is alluwed to reread without a  he will hothavebeéh presented with

. time penalty, there_is no point in

f
/o

e e ke oy

setting unseen questions, The reader
may as well know what is reqmred
before he starts.

Conistant' use of the unseenques-
t:onmethod,othuthanmthentua-

twnmenuwed,ormacompauhlef
-situation, is quite likely. to retard

mdmgdevebpmmt,audxtnught
do this in the following ways.

If- most of the comprehension
checks appear in this form, the read-
er is likely to belicve that this is the
basic method of reading, and he may

fail to realize that one reads different -

. materials in a variety of ways accord-
ing to different reading purposes. He
will come to believe that the only
waytomdutobegmatthebegm

-ning and read slowly through,

= -attempting to memorize everything.
A transfer of this method to all read-

ing produces slow, inefficient, and
uneconomical reading, usually with

poor comprehension,
Secondly, ‘the habit of clanfymg

one:mdmgpurpoaebeforebegm
ning to read is likely to remain un-

- developed, ‘because, the reader has
fawdmmyunhmm ‘mys-
anyredpncucemn;tmghuown

thcre:derml(notde-

tery"mdmgu:btohavcobtamed,

tasks _pequiring - '-arety of purpme

and method. In the main’ the “con-
version!, skills which permit the trans-
. lation of a true reading rate into an

“efficient”, rate-of coverage in terms

ofugven,purpooewmnotbe\md
C\r;eeoulﬂ,of\mu,exmdﬂu
t

oomprehmdech,mplwbdao
thattbcymmdﬁm -yeaders are -
nothkelytobeoonmactxvemdpuv-
posive in theif approach to reading.
Thewntahnhadtbmﬂushatedm
workmg thh,adulp (3)- and um«.
versity students (1,:2), Thesé |

have eolmtbmu‘hasyltem

[UERY
i

has acéepted thepnnclple\that read- i

mgmstmcuonncamg’loutmthe .
primary :school: only,"and . mairily
along the’ lines of d‘etailedmdldg
for comprehension basedcn unseen
quésuom.Noddibeutcatwnpthl
been made ‘to develop’ more ad-
vancedmdmdakﬂls.ltuvequﬂi-
cult to persuiide them that the. basic
prcmuemnadmgutobcgin‘with
some purpose, no matter how “URe
stmcturedthumaybe,andtocon-,
vince them that the amount ¢ 3
tcr.ttobcmdlndtheskmuobe ‘
usedamdeta-nunedbythupurpoae.

Placmgthequemomatthebegm-' '
ning, together. with the instructions,

1®

J R I K e
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velopadeqmmnvuytoaelecnng
important frcm. unimpoitant pa:
of thc material he reads, for to hxm
everything. will have potential im-
portance. Selective reading will be
ajmost nonexistent. -
Fourthly, the reader will not de-

velop multiple reading.skills, since

produces immediate gains in-com-
prehension and rate. This method
putsthepurpocemthennndofthe

“ %

reader and 1ot in the mind of the - |

teacher. Solongasthepurposere-’
mmnsmthemmgofthetcacher, ‘
reading instruction is reduced to a
gumng game, in which tke rcader

..
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alwayscoawsoﬁsecondbest  for nmpauntdemltoanswera i T ‘
One might hope, therefore, to find - problcm.Suchanapproachnumc j : )
fewer reading tasks headed, “Read * likely to devélop i ce. of i .
this passage and-then. answer the rgadmgmd.mththeasdotnpeuﬁc i . /
queuwnutthemd Donotreread,” exercises and instruction, develop a - % /
andmoretuhhuded,“kud\tﬁe\metyofmdmgthlh. ﬁ T /
following M*ﬂj\d \\ N |
then read the passage which' follows . W
~; -and answer the questions.” Gradu- . Anderwn, A. W. “Réading Ability and®  ~ . g
", ally the’ reader will develop facility - ‘{;5;‘4,"‘“““"“‘“"" wdl o ‘ /
in sctting his own prirposes and" may . AW, ‘lmptovlngSpeedot P ] .
s need only. exercises instructing him smd:&'k. cf,’.',",‘f',‘i",‘m""“'m o Ip Dniventy * ¥
Ca to select the main-idea, the writer’s . W:gg 959)K. d L i P
: mood, the ugmﬁcant subordinate . -+ Anderson, v ddul ; -
vt ldw. or, in ‘certain cases, to read s&"&?g:.‘ﬁ";‘&?&lﬁ.s 958) Adult | . TN
- . ° ’ . ; ,
9. ) . ! .
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RIMorieol Guides to Rooduig Compnhomion ’
Pmu 1P SHAW®®

\N THE hxghcreducauomllevch, workstwowa%s‘wmtnwnungbut
alamcntfrequentlyhcardn mpanngnutterformdmg?An
that studénts cannot write correctly  author’s rhetorical and grammatical

andcannottcadaecuntdy Is 2

- common cause at- fault? Every

teaches is aware that, from the ele-_
mentaty school tc the university,
‘many studgnts do not know.the nhar
acteristics of their languaj

have learned the principles of
lish rhetoric. (How many
students can defin¢ “rhetoric”?) Few .
have been required formally to study
English grammar—syntax, morphol-
ogy, phonology, scmantics, and Eng-

oontnvnneuuawnta'mthechn-
acteristics ‘of his text. Like the ice-
‘brcamconc,whnchubothconuma
and confection, a wnters contriv-
ances not ouly support iduas, but

- also are- dlgutible-themselm e e 2T

L;tmunagmcthatwearevmt—

coilege “jfig.an English clas discussing Mak>

(mh The teacher asks: “From your
reading of Macbeth, what do you
recall
between the Witches and Macbeth?

lish nomenclature, Even at college, —The. teachex expects the responding

sometimes when an English teacher
tries to communicate with his stu-
dents, the result is comic. - (If you
ask a student to pick out a dangling
participle in his paper, and he points
at an au:nhary verb,. whcre do you.

_go from here?)

the scene: the

thc W;tchu, Xacheth’s frenzied
curiosity, the uent apparitions

and fateful prophecies. She also ex-

pects the students to rgca.ll the pre-
‘cise point at “which iShakespedre

In the field ofrcadmg, a common >* plaéed the scene in the 'plot. For if

slogan is: “A student learns to read’
by reading.” At mectmgs of rcadmg
teachers, a usual question poses 2
what-shall-I-give:him-to-read ffrcb-
lem. Perhaps in. both rpading and

uygtoomuchstms:sbemgput
on learning from expcnence, and rot

~ The problem of tcachmg pupils to

Shak had sct the episode
earlier, the impetus for Banquo's
murder would come from the solicit-
ing hags rather than from Macbeth’s
own mettle.. If set later, Macbeths
frightening change frcm assassinator
to butchcr would be shecr melo-

BCSldCS placing scenes by spccxal

write and to fead effectively may design, playwrights employ other
very well be largely the problem of sto;k rhetorical.devices as props for
teaching them to acqmrc a formal their ideas. Our English teacher of

mastery of content. . +the- previous ,paragraph is likely;
~ Study of rhetoric and grammar therefore, to ask questions about such
*The Reading Tcacher, 11, (Apnl 1958) , 239 2!3 ) (
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""" conventional dramaturgnoal oontnv-
ances as these: the timing of char-

: acters’ entrances and exits, the first
v words said by ‘each person,” char-
4 —actetﬁié*expontoryduutochar-
] ,acter spoken by a

person  about
‘ 'hinuelformdb;othu:abwtlnm
the particular “exiting force,”
. pomtof“clunax of the
“camtmphe.

. Previous experiefice vmh a certain
phywngbt can be of considerable -
help to a student when he reads him

F again. When our English teacher

'—”issigﬁi”thc next play, say. Hamlet,
T she hopeulutherstudcntsmll as

" thcymdthsplay,pcrccwepcrtam
«  characteristics already noted in Mac--

’ !‘ beth. Tn Macbeth, scenes begin

with “continued conversation,” and
Shakespeare emphaszes conscience.
—By antlc:patmg similar charactcr-
istics in' Hamlet, students wnll not
overlook points of reading coinpre-
hension, that will' enable them o
1 answer such questions as these
(usually much to the surprise of the

J’. ‘poorermdm,whommclthat

.thueclamutanouoed “s0"

within-the-play betray. panic? How
doés Hamlet, 2 mcral man, excuse
. himself for his murder of Polonius,
Rogencrantz, ' and Guildensfern?

much): Does ¢he abruptness “of -
- Claudius’ first words after the playf'

hlmamenta'ljoltthat:twaspower
l&tomducebdotehebegantbe
story. Further, an analysis of the
c!osmg paragraphs of a short story
in*-contrast with its opuungjpan
graphs,'is likely to disclose motifs
which would otherwise escape atten-
non‘Togetthematout of a play,
short. story, ‘literary essay, poem, -
novel, orbaography,astudcnt:hwld
\ learn and utilize a “pre-reading
knbwled§e" of the stock rhetorical
devices 6f éach literary genre, )
In literature, contrived d(v;cu are
not meiely aids to understanding.
They are dchbcrate, artful crentions
that the reader is, expected to ap-
preciate” for an aatheuc experience.’
So-called escape —reading is not
literature because its emotional ap-
peal is so primitive that the reader
surrenders his power of sclf-deter-
mination—he.“loses himself” in the
matter. As'for the student who reads
literature without bothering to note
the author’s contrivances, he may .
derive from literature as miuch as he
gets out of a laundry list: informa-
~tion without evaluation.

- ‘A recently issued battery of read- -

ing achievement tests containg a
stgmﬁcant kind of comprehenslon
item. Besides presénting items per-'
taining tb subject matter, the battery

tests the " student’s recognition ‘of .

«  Docs Shakespcare forgive Hamlet
for his total annjhilation of the
House of Polonius? . .

. Each type of literature displays
distinctive rbctoqcal guides to read-
mg comprehension. Upon complet-’
ing a short story, for examplc,
\student can apect the txtl» to glve
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authors™ trchmiques of presentation
-in both “literary and non-literary-

sclections. (Reference is made bere
to the Sequential Tests of Educa-
tional Progress of, the Educational
Testing Service, Ptinceton, “New
Jersey.) Grasp of an author’s thetor-
:cal devices is an aspect of what can
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uhtentﬁre‘ornoantcratme.
.In the school career.of a student,
most of the non-literary subject

ma he is expected to compre-
%f'um&efma&e
. Although textbooks of

. vmomﬁeldnndauthmdlﬂ'et,thn

f

species of “writinig displays distinctive
rhetorical characteristics. As sug-
gutedby‘thedmvmonoftheword
“text,” a textbook is a compilation
of' sclected information tha the
author hias wovey into a manual of
integrated instrucfion. If the student
asanadcrut:lwmrevmethe
rhetorical principles of p:posmon
that he has learned as a wriler, he
will ' take full advantage of the
author’s contrivances of*“weaving.”
In particular, while feading a text-
book, the student' should look™ for
evidences of the Big Three of rhet-
oric: unity, order, and cohersnce. -
The skilled reader views a. text-
book' as a unified, orderly, 'and
coherent book. The author hzs com-
posedatableofcon  that reveals:
the organization of his'work, a pre-

 face that'states his purpose dr general
approach to his subject, a first and a

last chapter that to some extent .
_respectively forecasts and reviews
thehg_énd order of the subjects

1IN
et )

fi -
L

chapter the author . probably has
devised headlinks that echo the
previous chapter, and endlinks that

- anticipate the next chepter.

Each chapter of a textbook can be
expected to display a discrete unity;

. . it has a “limited sub]ect” and a

"single headings. Still othlers

to—be—ireated:-—Also;—within—each -—qualntwa«thewonduct——of ~foreign—- S . 1
“a maxinoum the weakpesses inherent

“in a democracy, and aggravates these *

v D) : * s
® -

“pnnaple of sclection” of topics. © oL .
The author has divided the chapter - - o
cither obviously by headingt or les- - =~ .- ° :
conspicuously by .special pasages T
within the context, or by both, Text- R
book-chapters are ordinarily so long - R
thattheyaxedxvnihlemtonumms | , M
to split their’ chapters into sections’ .
ammhnonlyofapmguphor- -0 .
two. Other -ariters- scg somewhat® = | :
larger groupings of ideas under
usebut
everastudentreada&partnculur e,
textbook for the first-time he should. S
‘'make a point of notmgthe author’s - . Ty
part:cularuseofheadmgstoach:cve S T
rhetorical * *in a chapter. - .. '
Beudes‘headmgs, authors of text- | ) _
books use special stock rhetorical ) -
devices to display the -systematit <. LT
order of ideas in.a chaptcr Stud’ents >
should, for example, examine the - . . ..
+ beginning’ of a textbook .hapter . et )
especially critically for passages that - S
predict the . organization of  the, NI e
chapter. The following twe excerpts' o, LA T
‘illustrate- prédictive satements: A. - _ RS :
“During the first half of the twén- C R ;‘
txcthmturyGrcat Britain was con-  ~ - -, )
fronted with thiee threats to her T
. empire.” experienced reader,  © -, 7. 0 -
this sente:iek forecasts three divisions
of subject matter. B. “The peculiar

ty

affairs in the United States raisés'to oo Ny

inherent weakneses by wmique con-
stitutional devices and paitical prac- ,
tices.” Thit - statement predicts “an’ ' N .
cxpoat:on ot “wcamm,”’ “con- - ., . ° S

* N . A- L, ow

o }
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.
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I shtutlonal dcwcw, and ~“political
AT ©_ practices”s © - SO
- / co If a” textbook’ chapter fails to
RS *Wisplay hcadmgs or Gther cdxtonal

signs of . orderly organization,
‘student must be on. the-lookout for

- ~/_/ special coherénce’ devices. Authors
Wz . , frequcntly use transitional p
Ll e W,  to signal thé beginnings and ends qf
T g " chapter divisions. Such sentences a8,
e A followmgarecontﬂvedgmdesto%

. comprehension of the structure of a

I I R

PP Ny
P Q . chaptcx" ““Let us now turn to the
FopleT o ’ Roy ahgs—x;iavofthcstonnmgofthc
RASRRL o I : Bastille.” “The Bessemer process for
R LR T Lo ; remo{'mg carbori and impurities is

" not the only method of manufactur-
ing steel.” “Chaucer’s second literary
. L period is that ‘of the Italian influ-
N S encc.” “Still another of logic is
T o e, o the syllogism. /Anothet;v; common
e o el T { ~—tohetence device is usé of now ahd
. ... [ but, asin “Now, an inquiry into the
. .5« 7, 7+ natire of climatic ck nges...,”
obe o ., . “Buta child of six cannot be ex-
o ’ . _pectedto ... .” Otherccontrivances
R »  of coherence are questions, the 09x
S SR torial second person {“—Lét'us o i
e 1%~ “We pow scome to . . . . ),/and
" - - abrupt, bold statements (“Dafwin.is
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: fﬁcxals miust eat”). Spemal editori~l
clues to thought units,‘are afforaed
by marginal notes (often set into the
text), marginal m;lentatlons (as for
R scientific -or matkematical laws and
‘ " formulas), mnmng titles (headings
.- oo * at the top of ceach page), special type
. (such as old type, italics, and small *
arid large capitalization), and other ’
visual aids (likc pictures, charts, and
diagrams).
..+ Since the, txmc of thc ancncff{

1
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-page that mark boundaries of para-

. retma] cells of the eyes.

~(»“assumlatmg”), and grouping them

indeatations of a textbook must

a -controversial figare.” ‘fRallroad,

'Greeks, cxpcnenced authors have
prcscntcd exposition  in  distinct
thought units, or paragraphs. The X
nnportancc of noting, during read- -
ing, the obvious patches of white
graphs,xsevxdcntwhcn one considers

pteclscli' What ‘rcadmg" is.

onsly, thc optic nerves’
sngnals to the bram

‘the thought:

, and classifies
each jdea as or subordinate.
Reading this.ig'the process of seeing_ .
independent /items (“perceiving”), S
observing  their - intcrrclationships )

ideas (“integrating”). The
readey’'who disregards the paragraph -

ate’ and ' integrate the raw
thought-segmcnts as best he can, or Co-
sunply master-details withdut bothér-
ing about. assintilating them. at all.
The vonventions of paragraph-build-
ing are based on’ loglc as well~
custom.

Exposxtory _paragraphs gencrally
display certdin stocl: characteristics
of unity, order, and ‘coherengg. An e
author of-a textbook ordinarily uses
a paragraph to present one particular
judgment or one classification of
_particulars. Most paragraphs contain
at least one sentence that is more
.general than the rest, that exhibits
" the unifying judgment or classifica-
tion. Note, for example, the follow-
* ing two sentences: A. “Agatic peas-
ants seek nnprovcd medical ‘care,
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\
schools, land, controls, and farming
methods.” If this is the most general
statement of the paragraph, the

er may assume that the author
has\tontrived to unify, the particulars
of\us report by thc common classifi-
* cation, “improved.”” B. “The com-
plaints of the pcasants of Asia are

Justasspeclﬁcasthoscmour_

Declaration of ‘Independence.” As
the chief generalization of the para-
graph.” this statemént expresses a
judgment (the comparison) ; evi-
dently the author considered the
word “specific” too broad to serve as
a unifying classification.
Tt may be asked: Are authors of
textbooks really systcmatxc in their -
paragraphmg" The inquirer antici-
.pating a:negative answer undoubt-
. edly recalls unhappy experiences
with poorly . written texts. Fortu-

r nately, editor of publishing “houses -

are bccommg increasingly critical of
" the presentations of their textbook
authors. And the new generation of
textbook authors is 120t too balky at
editorial revisions made or recom-
mended by pubhshexs’ “readers
those dedicated enemies of faulty
composition. — -
As /ior/c rhetorical quallty of
‘order,” a student should-read a
paragraph with a sense of expect-

ancy that the facts appear in a con-

_ trived sequence. For. example, W

readmg a description of a Process, he
shotld  atificipate "a chronological
‘order. If a paragraph opens with a
general statement, the predicted

procedure is from the gcncral tos
the particular. If it begins with.
details without a unifying gencraliza-

tion, ‘the student should expect a‘
conclusion.

" Rhetorical térms of coherence are
also guides to reading comprchen:
sion_of a’ paragraph. Con]unctlons
are common links. Thc comclatxvc.
con]unctlons (both ... and, not only’

. but also, either . . . or) mark
pamng of ideas. Subordmatmg con- -
junctions signal special connections,
as cause-effect relationships (be-
cause, since, so that), conditions (1?,
unless, although), contrast (where-

" as, while), and time relationships

(as, before, when,_ after). Besides
pure conjunctlons, certain ‘adverbs
have - conjunctive impact (howcvcr,
therefore, nevertheless, hence, sim-
ilarly, conversely, accordmgly),

have directive expressions (for ex~

“ample, on the other hand, in con-

clusion, in-other words).p
Whether a student is participating

in a remedial, corrective, or develop-

mental reading program, he should

benefit frcm instruction of rhetorical

guides to comprehension. Better

“still, he should be-taught rhetoric-as

a formal body of subject matter in
the field of writing and rcadmg And

. if the readmg teacher believes in the

restoration of both English rhetoric
ad grammar to its former r&pect—
able place in education:
Be lion-mettled, proud, and take nocare
Who chafes, who frets, or where con-
spirers are.
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-eveloping Vocabulory and Comprehension Skills at the

. Secondary Leve] -with Particular Atfention to Motivation™ -

Factors: .

‘GEORGE ScHick®

| . 3 T e

_ On every level of teaching above the
middle grades, a very considetable amount .
of attention has been given Juring the
past tén or 15 years to the problem of -
increasing students’ speed of readieg. As
a consequence, preponderant emphasis
has been placed on the physical aspects of
the reading act or-upon the stafistics of
words-per-minute in nearly every discus-
sion of reading instruction, to the ultimate
reglect of the importance of vocabulaty -
growth and of the improvement of com-
prehension skills. Although the exagger-
ation of speed in the total reading proc-
* ess has been paricularly noteworthy in
college and adult programs, it is more
and mors apparent at the secondary °
school level. ’ :

In the pioneer stages of-the concept of
devélopmental reading, fperhaps this stress
on speed and physical factors was almost.
" inevitable, in part because it was so easy
and simple to-count eye-fixatiorss, ‘regres-
sions; words per minute, and to operate
a stopwatch. But stop-watch techniques
and exclusive concera for the physiology
.of reading are clc 'y not enough, &s
every thoughtful teacher of reading will-
~ syree. Yet speed and facts about the phy-
sical eye are nof to be ignored—rather
they must be rcleFatcd to_ their -rightful
place in the development of the unique
combination of skills that go to make up
roficient reading. Improvement in rate
is essential to the tasks that reading
teachers assume. But speed is out” one
means to the end desired. Indeed, under
present circumstances. of the availability
of devices and instructional aids, speed
would seem to be less important than
many other activities pursued in « reading
«cnter, partly because it is relatively easy
to produce improvement in rate.

* Reading as ar: Intellectual Activity, IRA Proceedings, 3, (196%) , 60-63.

"

So it is high timé to be genuinely con-

cerned with some of the other significant™ -

facets of the reading problem, namely
i "growth and improvement in
comprehension skills. But here again it is
necessary to recognize at once and fully
that many scores of hours have béen and
are’ being spent in imost high schools
yéarly on matters of vocabulary achieve-
ment and on comprehension of  the
printed paper. But the tendency seems
usually to foster vocabulary growth as an
end in itself, to seck to develop improve-
mact in comprehension largely on the

. basis of high grades alone. Like.speed;,

however, increases in vocabulary and in
comprehension are also just means to an
end. Seen in true peis?ectivc, a high
score on a. word-recognition test or a
comprehension examination is intrinsic-
ally of* liitle merit. But consequent im-
provement in reading ability and under-
standing is of “real significance for the

ding teacher. Hence the teacher—and
in the best sense, every teacher is a read-
ing teacher, must. place the emphasis
where it belongs—on ends” not means.
The goal to be sought is riot 2 high score
on a test or a superior mark in the in-

structor’s -grade book, -or even the suc-

cessful completion of one or more years
of secondary school. The emphasis is
rather on individwal achievement, on the
acquisition of skills and knowledge which
work for Letter understanding of what is
said and read. To be sure, not all.}uupifs
will respond to the motivation o seif-
improvement, and not all exercises in.
vocabulary learning or comprehension
analysis will bring about manifest achieve-
ment of progress toward the goal of
teading proficiency. Yet proper motiva-
tion would seem to be the answer, and

3
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S o assuredly vocabulary increase and com- in usefulness. When used in_conjunction
b 4 .."_ prehension improvement merely to show with appropriate motivational instructions

a five to 15 point gain are of less’ signifi-
ST S anceboﬂltg?ﬂneg;lu;ilandthetucher
S » a5 well than ultimate growth in power of-
. understanding and in reading proficiency.
{ = This goal of self-improvement instead of
(. a better grade, of investment in-individ-

ual achievement, will require explanation,
. o reiteration, and frequent repetition if it

’ ) is to be fully comprehended:-But it offers
a reasonable answer to the jons that
every pupil i3 eatitled to-ask: -“Why am
I given this assignment?>—Wbhy am I
studying vocabulary lists ‘or exercises?>—
Why am I taking all these comprehension
quizzes?—What good is all this’to me?”
Surely the high school youth is not too
‘young to accept and be moved by the
principles of mmhihtened self-interest,
provided he is enabled fully to under-
With the relationship of means-to-end

in view, c%nsndefauon must be given to
- some mc peactices in v and

comp ion improvement.

. .
o N s worem iy g 6 b s ey s s ve
T
.

Vocabulary Growth ~ - -

. In general, the kinds of training useful
in promoting” vocabulary ;ﬂ}ovunent
fall 1nto two categories: the analytical and

the contextual approach. Each -has its

place in a well-rounded and thorough-

e AR Sty

. S cient word-control. -+ - - -
“ - _ 4=, ' ‘The analytical approach includes the
1.7 -t -~ familiar-drills in word yoots; prefixes-snd-
o 1 _ suffixes; word lists for particular areas of
: knowledge, such as social studies, mathe-
matics, of science; word lists of special
interest such as those formed from proper
nouns and these of especially interesting
. origin, development, ot derivation. With
k- . the abundance of such-material to be
found in texty and workbooks, profes-
sional journals and the publications of
dictioriary makers, pethaps the mere®nu-
meration of these instructional ids and
practices will suffice? Despite their fa-
miliarity and frequency of use, however,
these exercises are not to be underrated

L.

Q ’ ) . .

- going attack upon the problem of insuffi-

and -withi- recognition of the limitations

of any putely analytical approach, they aan |
ed :ﬁstome&;pirs

- be most helpful.
knowledge and reading skiils. Nonethe- .
less, they should not be relied uopn en-
tirely.- Probably the gravest danger which
may result from this sort of training alone
is the pupil’s assumption that English
_ words have but a single meaning. - An-
~ other difficulty may arise from: the lack
f relevancy to the pupil’s needs or verbal
&akncsscs‘in a particular selection of
w&dhsts, or the remoteness from nor-
mal’ reading circumstances in studying
any group of words out of context. -

The other means to yocabulary devel---

o t is the contextual approach. Most
simply stated, this 'g‘rzcdnt; ‘new words to
readers not as isolated na but
rather in- their n"ah:inl ,cnvironmen;, that-
‘is, in sentences and paragraphs of ‘text,
where' the verbal cim:mnstancgshs will tend
to assist the reader in identifying, limit-
ing, or amplifying meaning. By contrast
with the analytical procedures already
cited, thc contextual app-oach has -had
very little consideration; or use; of re-
search. At present there is but one college

-textbook? and only a single secondary -

school series® which utilize the undoubted
values of a contextual procedure in ac-
quiting new words o fixing the meaning
of words already somewhat  familiar.
Since Word Clues is a pioneer in the
_application of the principles not only of

1The two most general sources of material on

vocabulary training are_the publications of Edgar
Dale associates: F !iogn‘hy of Vocabulery
_Studies, Bureau of Edusa nal Research, Obio State
Un;verm& 19477 and tke later edition of 1957.
Johnson O'Connor’s “Vocabulary and Success” (in:
trodnction to_Ewgiish Vocabulary B , Human
'Enmnemnkhborato Stevens Institute of Tech-
nology, Hoboken, N. .‘. is a classic in this-field;
Frnest Thompson, 7 ‘Master Word' “Approach
to Vocabulary Training.” Jowrnal of Developmental
Reading, 11 {Autumn, 1958), pp. € 56, and Wilfred
Funk, Six Wecks to Words f‘f Power (New York,
1950), represent two points-.of view on imnproving
vocabulary.

SA. A. DeVitis and J. R. Warner, Words in
Contest> A Vocabulary Bwilder. New York: Ap-
pldan-CmmrECtoﬂs. 1961,

3Stanford E. Taylor, Helen Frackenpohl, Arthur
S. McDonald, and_Nancy Joline, Word Cincs.
Huatinzton, N. Y.: Educavional Developmental Luh-
‘oratories, 1961 .

e
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p'rogrameq ‘learning but: especially of con':
textual clues in vocabulary training, it

will no doubt. stimulate . extensive use,

further application of the same principles,
and valuable and continued development
.and research. Indeed, the most promising
area of investigation in 'methods of vo-
cabulary improvement would- seem to en-
tail considergble study and research on the
ways by wikch contextual clues may be

= mastery, The challenge “to be met is to
find the means of giving-experience with
many new -words in context-without re-
_ quiring hours-ind-hours of reading. It is
a complex- problqn;b@z!ifmiquf _not
insoluble, R ST
R X c )
Growth of Comprehéension
If continuing motivation is regarded as
- helpful in getting stadents to-perform
tasfs in vocabulary growth and develop-
ment, it is fully as necessary in promoting

advancement in comprehension skills. For

today's pupils are tested “and- retested,
examined and’ quizzed. at every. turn “dur-’
ing their scholastic carcer. But the first
and prime factor to recognize in the use’
‘of comg:ehension checks is that they are
not to-be merely productive of grades in
percentages, like 58 per cent, 72 per cent,
or 69 per cent. Instead, they should be
Jooked upon ‘as the means by which
oPupils_learn how- to understand better
. what they read and by which thir teach-
ers learn better how to teach and develop
depth -of - perception- and -comprehension’
in reading. If pupils can be brought fully
to realize that the comprehension quiz is
an instrument of ledrning, a- device by

which they cari perfect their technigiies of

“undérstanding, then the examination

= _ceases to be a sentence of torture and be-.

comes a tool for
reading.

In any detailed approach to the ways of
achieving improvement of comprehen-
sion, due regard must be given to the
elimination of several fundamental mis-
conceptions about the nature of reading
comprehension—and they are indeed dif-

promoting maturity of
. €

o

ficult to erddicate. Some of these false -
notions are first that comprehending well
means_ getting exactly what was said or’
‘written; that, sccond, a given passage has
a series of ideas which thé reader’s mind
absorbs like- blotting paper: and, third,
. " that the same passage should and must
mean exactly the same t8 all readers. Yet
i moment’s careful thought will indicate

o the absucdity of each of these dssuinp-
emphasized to foster growth in- word .

tions. So it-is necessary -to stamp -out
these erroneous notions fully, with fre-
* -quent reminders to pupils of; the faHacies
at are incorporated in these wrong
attitudes.-  © -+ - s
-With these general factofs taken care
_ of, the.teacher may develop the realization:
- that comprehension is_not a constant, but
rather that theré-are many levels or_dr.-__}

 greFsOf comprehension, which the skill-

- ful reader adapts_in- agcordatl;icc:with hils
“own purpose in feading the material.
- Here sgqgn motivation=-in this_instance,
- ‘the reader’s goal. or purpose;.is of tran-
scendent importanice.To make every pupil
fully aware ‘of the significance of fpm.]:vose
extensive practice is mandatory, for even
the “liveliest of immature minds find it
. difficult to predetermine why reading a’
 -particular selection* is required. Accord-
ingly the student reader is to be trained
carefully with exercise materials in ‘such *
typical reading Ssituations as getting the
" main ideas, reading for detzils in general
or specifically for certain directions, skim-.
ming the entire passage for a swift im--
pression of the whole, looking for infer- -
_ences. by the_author, finding a_particular
statement or proper name or date, and
the like, In each reading session with
this ‘practice material the pupil_should be
.made to realize beforehand just why he
is going to read the assigned selection;
having settled definitely on his own pur-
pose, he may proceed to the reading,
adapting degree of concéntration as well
as speed to the specific task or circum-
stance. Little or no statistical evidence has
been forthcoming on the validity of such
practice as this; yet it ssems amply safe to
1See Williint G, Per;{e.‘ “Students’ Use and- Mis-

use of Reading Skills; Report to the Faculty,” Har.
vard. Educational Review, XXIX (Summer, 1959).
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a given piece of prose. Here the detailed
scrutiny will go from-small to lzrge ele-
ments, beginning with thorough under-
- standing of the ‘sentence as 2 unit of
* construction, moving then to paragraph,
section sof chapter, and” finally to the
whole passage: To be -sure; secondary
pupils are Teégulatly-asked to examine sen-’
tences and- paragraphs, but mostly in the
past this study seems to have been for the
pur~se of improving students’ writing.

- understand that reading may be per-

A 0 ) &‘ ‘f ‘
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' cdxcludé that reader’s purpose.is of \;ital " Bufhere the thought is to focus attengi(n; : -
. import. Repeated ‘sessions in exercising on the betterment . of reading .and com- *
\ his own “judﬁr:umt as to purpose can = ptelinsion - through consideration of !
"~ scarcely help being of tremendousassist-  structural understanding. " :
ance to the student-reader. . . Conclusion - :
Adother ‘useful  consideration for the . With Il this wealth. of exercise and
improvemertt- of comprehension concerns - practice/material . at hand, thoughtful -
_.-an analysis of the iinds of . questions . - . teat of réading may safely move from™ ... . ..
* " which customarily appea.in comprehen- - prsgccupation with physiological - factors- : i
+ sion checks. shident-readers be- :Jrke eye movements, ;egmsion&flm‘ﬁth of. - ,
conte aware of the sort of questions-they ~fixation’ and with: .scores in..words-per- .
are likely to encounter—su&r‘as’ those on  minute fo the admittedly more subtle apd- T
author’s main -ideas, on the. subordinate -difficult - but : likewise more significant o
ideas used to substantiate or explain prin- - features of the task of reading improve- 4 S
cipal thoughts, or the inferences to be “ment, namely, the fostering'of growth. in o .
drawn from the author's statements-— .vocabulaty and comprehension.- skills. In -
~ then the disturbing features of m- every instance: of this endeavor, closé at-.
- ination $o test comprehension are grad-  {Eeftiorty "Q(gmotiva;ional factors would
ually dispelled.” - - * -7 77 7 seemtob-of the greatest moment. With -,
- “'These are only a few of the types of - -an underst ading of why and how and
analytical exercises- which pupils should 20 what ends, the Secondary school pupil .
be required to perform. Still: others de-  may be stimulated to increasingly mature. R
volve upon decisions concerning author’s - skills as he develdps his reading habits. © - e
purpose, a fruitful approach,” or' upon - Sir Francis Bacon's adyice, first written® o s
extensive consideration of the structure of in the 1590's, -may be most profitably - .

adagtéd to the tasks here discusged; those -
of developing vccabulaty and comprehen- . :

sion skills, He wrote in his profound little oo o
essay, “Of Studies,” that “'some books are - -

- _to be tasted, others to be swallowed, and BN

some~few to. be chewed and -digested.”
So too are high school reading pupils to

“formed ‘at: different ‘speeds, for different <

‘putposes, with’ diiferent- degrees of son-
centration, for different results.
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> CRITICAL READING | .

It is acknowledged. that critical reading is.a phase of comprehension’and
might not/be entitled to separate consideration. However it is so important
-and .essential a facet that including separate treatmeng for critical reading

- seems justified. The reader will. find that the'various .authors define critical
reading from diversified points of view and give speeific suggestions for de-

veloping pupils” abilities afong this line.

-

égijigal und Creaﬁv'l_e ll’ec;ding'

HeLEN Huus® .-~

. CRm'CAL reading"™ requires the evalua-

tion of the materigl, comparing it
with known “standards' and forms, and
concluding or acting upon_the judgment.
Russell; in his classic work entitled Chil-
dren's Thinking, points out that critical

thinking is comparative and that a knowl-
~ edge of the field is-a prerequisite.? .

- “Creative reading,” on the other hand,

.*is concerned with the production of new
. ideas, the development of new insights,

fresh approaches, and original constructs.

Russell, too, emphasizes that creative

thinking involves new .ideas, “whereas

critical thinking . . . involves reaction to -
other's ideas or‘to one's own previous

ideas. Critical thinking can be creative in
that it can-produce new insights for the

individual, but those insights are con-

cerned with previously esta lished" condi-

tions.”* 1y - - . )
Critica! Reading .

If students are expected to read critical-
ly, what ‘are some of the necessary skills?
Those needed could be.classified- into two
broad categories—inference and- evalua-
tion. The critical reader swings from one
to the other as he reads, first- inferring,
thén evaluating his inference against his
experiences and other data, then inferring
and judging again. ‘

The author. A reader. ought to be con-
cerned with the person who has written
the material, and, therefore, he must make

David Russell, Childrm’:’Th:'n;iny. Boston: Ginn
and Company. 1956, pp. 2838, ,
glb'ld” P’ v -

*Reading and Inquiry, IRA Proceedings, 10, (1963) . 115-117.

. certain inferences about the author. He .

ought first to ask, "Why did the ‘author
write this? Was it to advertise, to propa-
gandize, to present information, to pro-
mote a F()int of view, or to entertain?”
A related question ought to be, “How

competent is this author to write an article

on this topic for this purpose?” To-an-
swer this, the author's background, educa-
tion, reputation; vested interests,
fessional position. need to be’ investigated.
Practical efercises for doing this are in-
i4luded in the 1948 edition/of The Teach-
ing of Reading in the Elementary School.
Here McKee suggests finding biographical
information for each author, then com-
paring his qualifications- with the subject
on which he is writing. It is often not

- difficult, even for quite young children, to

recognize that-one or the other seems to
be best qualified.? \

Sometimes locating information about
living authors, however, poses a problem,
for often the only source of. information
is the dustjacket of a book, the comment

column- in- 2 periodical, the advertisement’

from a publisher, or the:reputatior of the
rublishing house that has chosen to pub-
ish this author's works, S
When expressing an idea or a point of
“view, it is difficult for an author to escape
from himself ‘and create an impression

different -from the kind of ‘individual he *

really is. His- competency becomes par-
ticularly important when facts disagree

“;Paul McKee, 7"hr Teaching of Reading in_the
Elementary. School. Boston: Houghton.Miflin Com:
pany, 1948, Chapter 14. ;

.
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CriTical, READING

look, for help from recog-
ies. At any rate, knowing
an important factor in criti-
the information is acquired,

.

and students
nized authoy;
the author'
cism. Once the
these bits must be evaluated.

The content. A second aspect for in-
ference and evaluation is the content it-
self—its adequacy or compléteness, its
accuracy and recency, its inherent logic
and consistency, its suitability to the Eur-n
pose -at hand. Questions to be -asked here
include: “Are all the facts presented?
Are the facts presented true? . Aré-the
facts presented logically and in’ perspec-
tive?” Exaggerated statcments_aboung in
advertising; willfdl distortion of facts is

famp. t in propaganda; and’false asser-

tions are made directly or implied, occa-
sionally from ignbrahce; but sometimes,
too, from lack ‘of proper checking or even
willful distortion. . K

Obviously all facts cannot be presented
in a short selection nor is it easy to deter-
mine the total body of .fact, but the per-
spective impliéd by the relative importance
given to various topics should be pre-
served so that tentative conclusions can be

. made from the data available, with neces-

sary modifications” when additional data-
warrant it. . ’

McKee| also describes exercises. for
checking the validity of the printed state- !
ment and uses an example about. the
making qf paper. Children can learn to.
delete irrelevant sentences iba paragraph,.
to note’[the omission of information
needed fdr an understanding of the whole,
to recogrize ideas placed out of logical:.
order, tojseparate factial statements from
ones of opinior ¢ U

The :I}tﬁ’., In addition to the competency -
of the author and the quality of tEe con-
tent, the manner in which the material js
written—its style and “tone”—also influ-
ence the critical r:}der. “Style™ refers-to
the precision of vefcabulary, its range and
vividness; to the cadence of the sentences;
to the subtle use of modifiers and.figures
of speech; to such techniques of elabora-
tion as analogy, description, anecdote; or
exposition; | to thé organization — the

i

. . . i

_ solutiony’™

A v

S ‘
- L + .

unity, coherepce, and emphasis” so dear :
_to the hearts®of -English teachers. These ~ *
* élements, when combined, lend an appro- {
briate tone to the total-—solemn and ‘dig- ;
nificd,” lighthearted and gay, clear and’- N .
gimple,” or whitever the topic demands. '
The reader should be able'to join in with
he spirit of the work and to losechimself
he identifies with it. He is truly “there,”
and when this occurs, he knows he has
met an artist with words, While he may

-
i
b
L

"not always be able to isolate the various ‘ .
techniques that” cause him to_feel so in- P 7
volved, nevertheless he recognizés that this . —

piece of writing approaches his sfandard
and, therefore, is 2 better work than one
which leaves him cold as last night's
dinner. ) .

.Another-aspect™of tone, especially im- ‘ .
portant in the materials written for elc- . -
mentary school children, is the approach’ .- '
that “authors take when writing for chil--
dren. Condescension and a patronizing air )

. are unacceptable, and children are quick -
to spot it. * ) i :

Creative Reading .

A reader who has learned to judge what - - .
he redds, both content and manner of d
presentation, still fails to obtain the great- | “ .
gst pleasure, enjoyment, and even knowl- . a
edge from his efforts unless, in the doing, A
he gives something of himself.-He must e L
amalgamate the total into his own back- ‘
ground of information, what the psycholo-
gists call- his, "apperceptive mass,” and
reorganize his ideas to accommodate his
new learnings, his new attitudes, or his
new feclings. In this reorganization, he : : -
gains new insights—sees the same things '
from a different point of view, sees aspects - ° |
hitherto not noticed, savors the color and - . |
textare of a word ar phrase, stores away- a 1‘

" new,visual image, or feels empathy with

characters he has previously” ignored or
misunderstood. Russell puts it aptly when
he says that, in creative rcadin%, “the solu- '
tion or conclusioft. (to a problem) repre- Wt
sents a_bit more of the child himselt, is L
frcshcr\and nore personal than a routine o, N

el N
—— v L
sRussell\ op, cit., p. 13. i -

'-. \:»v
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Creative reading requires, then, certain

ills of comparison and synthesis; com- -

pasison to see relationships between parts
of sentences,” paragraphs, and longer sec-

tions iu order to arrive-at the total, be-

tween causal factors and their accompany-
ing results;. between “juxtaposed events,
and between the actions-of a character at
different times;. and comparisons of time
and space, place and sequence. From these

“understandings the creative “reader can

produce his own combinations, his-own
synthesis of ideas, and anticipate what the
outcome will be. That it is not the same
as the author’s need be of little conse-
quence, and occasionally children have

- made 2 much more logical ending to a

story than has the author himself.
Creative reading thus

ils into Jﬂay the
child’s imagination, his w of ideas, his

-ability to see comparisons where no obvi-

ous one exists, to relate what he is readipg

-to his own peculiar background of remem-,

bered activities, and to make the new'
learning so mugh his own that it has al-
ways scemed o part of him. This is the

- rext-contribution which reading makes to

personality development, to the develop-
ment of attitudes and ideals, to the mak-
ing of the “educated man.” And this is
the goal of education, at whatever level.
But for teachers.and others to know
what lies behind the interested look, the
quick nod, the perceptive twinkle re-
quires that the child express theiideas he

has been accumulating. Thus we see full

circle in the language arts—from the re-

ceptive (reading) through evaluation and

assimilation to the expressive (speaking
or writing).

Creative reading ultimately resolves it-
self in the development. of “taste,” that
“power of discerning and appreciating
fitness, beauty, order, congruity, propor-
tion, symmetry, or whatever ddnstitutes
excellence, especially in the fine arts and
belles/ lettres; critical judgment, discern-
ment, or appreciation.””* As each reader

y s . s
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“ makes up his own mind and follows his

own judgment, individuality is preserved.
He his no need for “tastemakers,” forhe
has confidence in-his own ability and
need not wait for somecne else to decide
for him. He can interpret the situations in
the light of his experience and understand
analogies, allusions, figures of speech,
conr.otations, and denotations; he can re-
organize the ideas he receives into a pat-
tern that is unigue;and ersonal. He can
express his reorganized learning "through

" various media—word and song, gestures

and actions, materiils and.composition
through the very make-up of his person-
ality. The actual product may be as fleet-
ing and transitory as spoken language or

~as lasting™\a’ monument as the Statae of

;

Liberty. / \ °
Conclusion \ -~

If -reading haxg:oduced real convic-
tion, then the reader must be willing -to
meet all comers and-defend his ideas,
which must be firmly based on the in.
tegrity of his- interpretation, on accurate
factual data, and on his unique thoughtful
approach. But he remains able to “live
with -uncertainty and to revise his.ideas
to another and still another plan as new
information and experiencés are acquired.
The skills of critical reading require an
interpretation and evaluation of the au-
thor’s qualifications and purpose of the
internal consistency, accuracy, recency,
and per:!pectiye of the content and of the
style and tone of the presentation.
Creative reading requires skills of com-
parison and synthesis. It implies that .the
reader places known facts into a new or-
ganization and gains new insights that
contribute to his development of taste.
By ‘these means do teachers create litera-
ture, discriminating, and appreciative

readers. But these two are not mutually -

exclusive, nor are' they synonymous. The
reader does both, and the two ove:l:p and
interact to give him the fullest meaning.
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HE NEED for Teaching Critical Read-
ing. A prevalent belief in our nation
today is that the young child is character- °

ized by almost complete acceptance of ..o

printed_material without -cr cal evalua-

CRITICAL ‘READING
ritical Readin
. ; - >

ing reading, teachers must develop a work
ing knowledge of the area. . B
Two Aspects of Logic in Critical
eading’

tion;that the high school stude t displays

more .judgment, whil

e the adultcan ade-

may not

Although the ‘entirety of formal logi¢

in the province of the high

quately judge the accuricy, vali and
worth of what is read based upon
criteria. Studies have shown that this is not
an_ accurate account of what happens.
When Rogers (6) studied the reactions of

30 high school sophomores and 30 seniors -

to printed material.in-an undirected reads:
ing situation as compared to directed sit-
uation calling for critical reading, she con-
cluded that students focused on remember-
ing facts to the exclusion of evaluative
thirking about what they had read.

In 1956 Gray (4) survsyed the reading ~

habits of a- number of 2 ults in various
occupations and reported ;that they did
‘fiot recegnize implied meanings or draw
the cinclusions which the materials justi-
fied. Agcording to him, many adults read
on a mechanical level and either did not
react to the ideas read or did so.at an un-
_reflectivelevel or i~ terms of their preju-
dices. An even moge startling finding was
that the high scho%!,f‘ﬂuates interviewed
in the study did not display any more
ability in interpreting meaning and react-
‘ing with sound judgment to the ideas read
+than did elementary schoo] graduates.

In light of studies such as these, any
assumption by high school teachers that
they have little or no’ responsibility for

" developing increased competence in read-
ing is seriouTy challenged. If the studunts
in today's /secor_xdary schools are going to
become citizens who will evalnater critical-
ly the ‘déas presented it increasing quan-

" tities of’ reading materials, they must be
taught to read critically. -In order to as-
sume their proper responsibility for teach-

*Reading and Inquiry, IRA Procee‘dings, 10,
/ - . .

school curriculum patts of it do have grea
value for teaching students to read critical

,ly. Some use of logic in judging printed
materials ‘is illustrated by the ?oﬁo_wingv
questions: “Is the matérial internally con
sistent?” “Does the conclusion necessarily -
follow from the premises?” “Are the
statements an accurate representation Qf
what happens in the real world?” and
“‘Are the statements dependable or trust
worthy 2" Two elements of logic—validity-
and’ reliability—and their application td
critical reading are represented by thes
questions: These aspects will be explore
in the remaining sections of this paper and
techniques for teaching them will be
proposed.

Validity of Printed Materials

"~ A point of view or an argument pre
sented in_printed materials usually consists

+ of evidence for the argument called prem
ises and a conclusion. Validity is con
cerned with the internal consistency of the
statement or arguinent and the aftzmpt to
determine if the conclusion necessarily fol!
lows from the premises. Most teachers will
need to review the standards for determin-

. ing when an argument is valid. Such books -
as From Fact to Judgment, Graves and
Oldsey (3), Logic and Language, Huppe
and Kaminsky (5);a9d [Ap Introduction
to Critical T iﬁkilrfbyffé(/érkmeister )
should help in the understanding of

validity.

"A simple valid argument which could -
have been extracted from a written pas-
sage is as follows: All cities in South
Vietnam ase under communistic control.

(1963) , 121-124.

-
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Saigon is a city in South Vietnam. There-
fore, Saigon is under commanistic control.

- Here; the conclusion does follow from the

premises and “therefore is valid even
though the first major premise is not true.
Tedching Validity. Following are some
steps whicﬂ teachers may,use to help stu-
dents test the -validity of -an argument.
First, the student may be asked, to strip
argument of any excess words or sef-

—a

»

2 . .
i5¢s upen which the argument is
are imbedded in voluminous amounts of
materials which are not directly relevant to
the argument. The first task then is to
extract the premises from such extraneous
materials. .

Second, ‘he student must be sure that
he has access to all the premises. This
involves the recognition of assumed prem-
ises upon which the conclusion may rest.
The statement “Khrushchev is a com-
_munist; therefore, he is dragerous,” has-
assumed by unstated premise that any-*
one who is a communist is dangerous.”

jAssumptions may be perfectly legitimate

~#

premises, and the student must understand |
that they are as important to the argument
as. those which are explicitly stated. .
Anovher stc;;‘ for students is to deter-
mine if an author is seferring to all of a

. group, some of a group or none of a

that six-year-olds are’ not mature enough
to_begefit from systematic instruction ine
thinking skills, does he.méan that no six-
year-pld isymature enough? When students
are attempting the logical‘ana?sis of a
passage “\eﬂy should be cautioned to trans-
form ces so. that.they begin with
ally son: 1o Unfortunately most argu-
ments found in the typical passage are not
in this famm, : -
After a- student has stripped the argu-
ment to its basic framcworﬁ, identified all
of the premises both stated and assumed, -
and' transformed the premises, he is then
“ifi a better position to determine if the
conclusion logically” follows from the
remises.
Reliability of Printed Materials .
Although an argument may be interaal:

tenges. In most reading material, the prem- -
“is based

ly copsistent or valid, it may contain in-
accurate, statementsior ma e on
incorrect premisesT is-event, 3
sage is l?nreliablc.;%uliability ol;na
passage is the degree to which it is de-
pendable ot -trustworthy. When a_state-
ment has been verified, it is reliable. When
verification is used as a standard for relia-
hility, truth becomes an ideal to be sought
rather than one that has been’attained In -
order to read critically, an attitude of sus-
ding judgment and of questioning

‘idess presented on the printed rgagc- must

b developed. Instead of working with-
“true” statements, students must learn to
work with reliable statements that may
prove to be false as more information is
accumulated. Frequently, this produces an
uncomfortable® feeling among students
since they have often been taught to be-
lieve: that everything they see in print is

true. Thus, they-must leamn that printed
beliefs are at best probable and tentative.

Two' aspects of reliability ave' the writer’s
use of words and the use of unsound
premises to “~fluence the reader.

In order to judge the reliability of ,
. printed: miaterial, the reader must examjne~"

the way the author has used words. Even
writers of highly-regarded publications
will usé words, occasionally that color the

r . facts and influr «ce the rcader. Some
group. .For example, if an author writes '’

writers punposcly strive to confound an
issue with the use of appealing and emo-
tionally-laden language. Many peple

- have been stirred to action ths ch such

words as " communist, rfacist, d un-
Am_rican’ The approach -is to arouse an

- unfavorable feaction to 2 person by asso-

ciating him with an unpopular group.

_This__device ,a&pcals to the biases and

ptejudices of the reader by using ‘words

that can evoke a reaction that the writer.

desires. The reader must learn-to separate
words which have the power to produce

feelings from words which merely serve
to identify referents. He must learn that
he is subject to being influenced through
the printed page and must determine how
- various authors are attempting to influ-
ence hin., .

In addition to using words®o color the

e
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facts, authors may also, use unsound prem-
ises which are often difficult tc detect. The
conditions may be undersiood, but the
claims made are often exaggerated or un-
warranted in some way. In this event,

> there is faulty reasoning on th,é]r.ggt of the

writer. The term fallacy is often™ised 30 _
refer to the faulty feasoning,of an argu-
L4 / ,/
ment.: " . . / N
Prevalent falkacies are faulty generaliza-
tions, faulty analogies, assuming the cause
“post hoc,” and many others. To illus-

Trate this-type of unreliability let us con-

sider an example of assuming the cause
“post hoc.” Attributing a stomach ache to
the last meal eaten inférs a causal relation-
ship which may dr may not exist. Or con-
sider walking under a ladder, then failing

~an exam, and- assuming that walking

under *the ladder was the cause of the
‘failure. Fearnside and Holther's book,
Fallacy: The Counterfeit of Argument,
describes this fallacy and many others and
also” provides practical examples which
may be used in high school classes.
Teaching Reliability. In order to illus-
trate a teaching situation, let us assume
that the teacher and class have before
them a news repost, an editorial, or_a
pamphlet which they suspect ‘uses bfased ,
words vr has unsound ‘premises. How can
they verify.or disprove the suspicion?
Oric of the nrst concems must be the
source of the information. Some quesi:ons
to be considered are: (1) What is the

_source of the passage? (2) Who has con-

trol over thé¢ source? (3) What is his
connection with the subject matter under
consideration? (4) From. past perform-
ances, how reliable is the source? Some
publications haveestablished _reputations
for honest, unbiased reporting. Others are
known for exaggerating the facts. When
readers have a choice of sources, it is de-
sirable to teach them to refer-to those
which, =re trustworthy. ’

Also, printed materials may be classified
inte primary or secondary reports, Typical
sccondary seports are found in newspa-
pers, textbooks and objective anilyses of
various kinds. Statements found in pri-
mary reports are often more reliable than

€

. com
~should_Ifmit his writing tc the topic for
which he is qualified, and should be a

inferences made from them or reports
based on them.’

A second criterion for determining the
reliability of 2 passage is the qualification
of the writer. A pc{‘s:n who s qualified
to’ give ‘testimony should display special

ence on the topic being discussed,
p g

gairly: well established authority in his;
eld. Y ;
Another criterion {o_r examining the
reliability of a passage”is’ whether state.
ments made can be corroborated by other
sources. Ennis (1) reported that stites
"ments made in any source tend to be miare
reliable if they are-statements of difect
observation, are supported by other
sources, o can be corroborated. i
Aftet the class members have investi-

gated the source of the asticle, the authofi>.._

ty of the writer, und? lave checkeg the
statements with bther references, theéy are
in a better position to detesmine if the
statements are dependable and trustworthy
—that. is, reliable. -

Summary and*Conclusion
The logical dimension of critical_read+”

ing has dften been neglected in our Sec:

ondary schools. A better undesstanding of
two aspects of logic—namely, -validity and
reliability—is * pretequisite to growth in
critical reading.’ In amalyzing the validity .
of a given passage, *it i5 necessary to |
deterhine if the argument is internally
consistent, i.e., if the conclusion follows

- necessarily from the premisess To accom-

plish this task, students must legen to strip
the argument of any excess words, to make

. sure they have access_to all the premises,

and tq detetwiine the jmplied unisesality
of the author's statements. However, it is
not enough to determinc if an® argument
is internzlly consisteat or valid. The stu-
dent must also establish whether the sta’e-
ments have any reliability or whether they
are trustworthy. Criteria for checking the.
reliability of ‘a passage Should include
adequacy ¢! the scurce, authority of the
writer and corroboration of the state--
ments. When questions on logic pertain-
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ing to the reliability and \;alidity of read-
ing material are asked by students in high

schools throughout the country we can

more confident of developing a nation of
critical readers.” ” '
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r Critical Reading- -As If There's Any Other Kind o
-1 - DBrommer WitLiaM J. QAINTANCE®: . —!
'-i;‘ NUMBER 0F AUTHORITIES divide if criticism were unnecessazs.~ Much
o the act of reading into vocabu- mental effort wild be spared if it,
| lary or word recognition, compre-  could-be guarapteed that a faci in
; hension, and interpretation or criti- rint is a fact i fallible. As a ritatter
1 cal reading; The distinction between™ of fact, if the reader did not-at times .
; the latter two clements scems to  suspend his critical facultes some-
; + arise from the notiors that compre- " what and assume e - validity of
; hension “refers to understanding swhat he reads, hiy/life would be -
!« what the author has said, whéreas achaotic, There is also efficiency in’
‘ .interpretation consists in the ‘ovalua- ; being able to go to a specific, relia-

. = tion of this information. Though it ble source for informatioh. But there
t ~ might be useful for academic pur-. can be danger ‘as well. When aper-
o " poses to make such a distinction,'it: ‘sort depends éntirc.y- on book learn-

§ becomes “ificult and dangereus td -*ing to extend or tc etify his knowl-
i “attempt such a distinction in the edge, he necds o read widely or ke
. reading situation itself, No one may eventually, fead “gnly those’
’ would advocate criticizing-a.work if sources which bolster his precon-
_ .+ the. work has not been read. It is  ceived idea./ -
equally ludicrous to assume that any- “There is nothing more securc than
' one should ever say, “read this, but, ignorance, and nothing more exas-
K2 don’t criticize it.” . . perating at times than the insecurity '

.
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* A' darification of
nmight be in order st this point. How one’s Jlimititions! How glibly the
often has the critic been*compared regular in. che corner bar solves all
to thé reactionary- or the obstruc- the problems of-the world, problems
tionist. How often have you pref- which those in authority have great
aced a Statemént with, “I don't want  difficuty-even defining. The college
 to be critical, but . . . ,”or infoked undergraduate soor knows, all the
* the shibboleth of “constructive criti- ans{vcrs, then in graduate school he

“criticism” of knowing just enough to realize '

cism,” jmplyipg ¢hat criticism can be'* leams some of “the questions, A -

_“-dangerous—at - time.. ~To criticizs, teacher is encouraged when her stu-
¢ "means simply to tvaluate, to assess,* dents have learped enough to lver-

to state what is good and to state balize a coherent question. If criti-
what is not good. A critic is ncither cism is done properly, thecriti will
an optimié nor a pessimist;-he is. never be secure in the sense of nting

merdy an observer ‘recording his rigidly boin* to a past commit-, .

findings. ] o : ment. He wiil be sufficiently secure’
+Inone Iense, it would be pleasant in his present scale of values, how-

®The Reading Teacher,-20, (October 19667, 19-53. * -
. . ,
. \ v v TN
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cvcr, to be able to, tolcratc the sus-
pension of judgment which precedes
the zccept~~ce or rejection of new"
data. The .JSCCllrlty withir, the in-
dividual is, caused by the limitations
of his present information, It does

"+, not arise from undue commitment-

in the. past, nor lack of confidence
"in the future, :
The critical reader knows that his

tmty for chiaroscuro. Some areas
of hi> picture may be briglitened,
“others obscured , By downnght lies or
some of the’ qucstmnab e techniques
of propaganda And eyen if his own
motives are abovc eprvach, the
author may have been the victirn of
such devices. Morcov\.r an idea
may be right for the wrong rcason
(“don’t - steal if the cops Yare

present fund of information is relia-+ around”), or -wrong. even if one of

ble, .because he subjects it to con-
stant evaluation. He also knows the

" relative value of each item in his

hierarchy of values. He is aware of
which concepts are the fixed stars
and constellations that guide his life,

" which concepts are dependent satel-

lites, and which dre but meteors of
brlcf intensity,. ‘
Criticism may be, conccmcd with
the author (wrltcr or.speaker), the
material. (written or spoken), or
the receiver (listener or reader). The
material itself may be description,
explicit or. inferred comment, or
most often a combiration of the
two. In order to determine the pro-

. of the material,

its allegedly supporting facts’ hap-
pens to be trie (discrimination is
wrong, even if proportionately more
crimes are committed by Negroes).
}orgencs typographical errors, and
the like can also affect the validity
" Since neither the author nor the
material can be counted on to be
consistently _free ffom error, the
reader is the person who must dctcr-
mine truth as best hé can. Hé stops
asking, “when do I read critically?”
because he sees that he must do so
whenever he desires accurate infor-
mation,. )

What constltutcs a cntxcal reader?

portions of subjectivity and objec- First, a criticali rcadcr must be
tivity, the reader must know the biased., Not prejudiced, -which he
contents of ine material and, the would be if he-has formed - conclu-
wpurpose.for which it was~wiitten, sions. w1th6gt or in"spite of, sup-’
which leadls to a consideration of the portmg cvndcncc but biased, when
author.- Ts he merely trying to con- -he has come to a sincere conclusmh
vey information “for, what it's, on the basis SrhE background of
%S'orth” without any benefit to him- cxpcrlcncc with the subject in ques-
sotf? because his rcputatlon tion, In other words, hé mpst have

as an authorlty ‘and the incomes of a stand on the subject under inves-

himself and his publisher may- de-

tigation.- If he has no stand—we use

pend on the number of people whe -the .term “open mind,” . ‘though

accept his prcsentatlon And if the
author proposes to conyinre as well

.as inform, he_may sqcrifice objec-

“empty’ mind” would sometimes be
more: approprlatc-—hc may _acecpt

-the first presentation which reaches

L4
™ T

'o JEN RN

Al




ant ) e —
i ) . , , - T
: " g - e
. hY
e
2
’s , ’ e 4
‘ .
- -
/ : ‘ r ’
N ol .
i : 172 . ’ CrimicaL . READING
Y him. hecause he lacks sufficient The sccond characteristic of a
: background to dispute the point. At critical reader is his willingness to
. best, he can delay final. acceptance - -modify a present viewpoint. If a
) < of the information *pending direct reader is certain that he is right, he
’ g ;experience or further consultation: will not even consider a change. If
- ; with other sources. - he is in error, he is usually unaware
’ ! As was painted out above, there- of it. Only a critical reader avails
. { is no intrinsic evil in accepting an himself of oppertunitiey to: verify
{ " -authority’s wrwd for something. Dif- #hd possibly improve his present
. : ficulty arises when the reader forgets fund of information. The person
- : that verification must always be pos- who is always right may not care
! sible and _permissible. Neither is about the views of someone else. If
) : there any problem in having the these other_views match his own, his
. s reader defer his acceptance of a ego is bolstered, but he will explain
/"'M “fact” until he has gathered addi- away or ignore any view that con-
. . R tional data. The basic premise of flicts with his ‘own, because if he
o ) ) criticism is that accurate data need  were to learn that-something else is
- b ot fear criticism. +If a fact isvdc-  correct his life_ would be filled with.
. - - " i ceptable at all it should remain ac- unbearable contradictions. To avoid
* . ) ceptable’ when all of the pertinent such contradictions he must become
. ) o+ . data are available.. Conversely, if .(pardon the etymological pun)
" acceptance of an idea is contingent hypocritical. ~ oo
. " on. the suppression or distortion of But what happens when he ac-
- oo certain factors in its makeup, there cepts the possibility that he does not
. . B ! “is something wrong with it. If a have all the answers, and that some
"concept cannot tolerate criticism, it of his answers may be incorrect? For
: should not survive at all. . onc thing, the critical reader will
i« The author’s purposé is the factor compare his ideas with those of
‘ - ;\{ which determines the extent of his someone else. If the other source is
‘ i claboration. He can describe how to  correct, the critical reader has ¢x-
{ drive a car without discussing the . panded his knowledge; if he is cor--
g . . ) mechanics of in‘ernal combustion, rect and the source is in error, he
. ™~ and explain the process of reproduc- has strengthened his own position *
, - % tion without accounting for the and probably cquipped himself to-
. ; . / chemical structure of ‘amniotic fluid. deal with the error'he has encoun-
- b ) Nevertheless, the reader should have  tered. Either way he benefits. Arthur
) ) ., avajlable all of the detail he ‘needs  Kocstler, in “The Eureka Process,”
. to urfderstand the author’s'ideas. If uscs the term “bisociation” to de-
- ¢ - the reader is aware that certain data scribe how brilliant insights and”
- (v are not supplicd, he should be able solitions to problems have becn
T .- to determinc whether this omission achicved when savants were willing
' will interfere with ‘the purpose for “toleave a preconceived frame of
which he is reading. / reference to relate ,otherwise. ordi-
o & ~ M | g 3 ::f ence td te.o rdi

.
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-k nary concepts in origina. and un- tion to coptrol their behavior,

conventional ways.* ‘

The third characteristic of a cfiti-
cal reader is that he be. willing to

involve himself in the conscquences
of a fact, once he accepts it. In some
instances this in" lves nothing more
than going along with the thought
of the majority; at other times. it
may cost him his life and reputation

whcthcr you’should- watch a-televi-
sion show 'sponsorcd by a tobacco
concern, ,of. read a magazine which
carrics tobacco advertising. Your re-
action to the question will be affect.
cd by whether you run a store which
sells’ tobacco products “live in a state
“/hcrc tobacco is an important crop,”
or have had a' rclative who died of

. if reading leads him to a personal 'lung cancer. You could delcy your
commitment to action. * dedision, “waiting for morc infor-
‘No onc bothers to. dispute the mation of the sub]cct " but even this

poi- that the Aedes acgypli mos- will force you-to act provisionally
quit. < instrumental in transmitt:{xg ‘on onc side or the other. You could

yellow fever; nor does any dne fear . also deny the ecvidence. After all,
being known as favoring thelelimir- * “it’s only  statistical.””

ation of this inscct. The ayerage
rcader has had 'rio direct cxperience
“with yellow fever and"RTfE(vg it onfy-
from history, gcography, or medi-
cine. He has -accepted all of this
information because (1), scvcml in-

ke Ay R A 0 B ARSNGB

In a penetrating essay, “The
Critical Reader,” Edgar Dale dis-
tinguishes between reading the lines,
1c'1dmg between the lines, and rpdd- T
ing. beyond the lines. “R?ﬂm{:an
bc taught as training,” observes |, ~
dcpcndcnt sources agrced on this Dale, “with fixed limits and predict-
fact, sofirces which were “usually cor-  able Pesponses. Genuinc cducational *
rect in other itéms or at other times C\pcrlcnc.cs howcver have no ceil-
when he consulted the‘m (2) these ing, no fixed boundancs no ter-
sousges had no moti for deceiving ™ minal points!”* Tt.is probab]y “this
him; (3)-it males little d'fference | factor of mvolvcmcnt more than-
to him What -the causc of yellow the others, which discourages genu-
fever i 18, because in thcsc txmes ithas ine cntlcal rcaqmg and generates so
no direct bearing on his life. much of the apathy th"tt exists in .

Now, insicad of ‘mosquitoes and  schools and communities, Children
yellow fever, usc. ,thg: example of begin hfc witha zest for knowledge
cigarettes and lung cancer. You and- curlosny about cverything, but
proba#ly have become critical be-  soméwhere along the way they
cause you have a bias on this topic.  surrender’ this inquisitive- spirit for
Your commitment' on this question  the much less disturbing routine of
may have a number of conscquences  conformity. Perhaps they discovere
regarding  your personal smoking unpicasantly that a fact which cn-

T i 4 S S e kA by o i S e B AN Y I RN A B

s

-
ot b < A e et 2 < At

N ; habits, or whether you should allow  lightens some people \Vl" “burn up”

% . others to smoke if vouare in a posi-  —tmmee :
} _— ’ *Ohio Stalg Neus Leltor, Vol. 30, \‘o 4. '
i *Horizon, 6 (Autumn 1964) ; 17 January 1965, » -
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! 174 o ] o . CriTicAL READING
! others. They discover that critical of personal involvement is based on
‘ | <people tend to annoy those who pre-  acting in conformity with convic-
; ! fer the security of convention to the tions. The beroes of history are those
’ - risks and rewards of scholarship. As who had such’ strong convictions
i the Talmud-so wisely-says, “He-who  that they were willing to make any
! would tell the truth must have one  acrifice to preserve them.
: Dabowribrrirrhgign S A , ,
g foot in the stirrup. ’HQ whole idea )
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Reasoning Through Reading R
Jonn S. Siarmons* - ,
. . - S P
TEACHERS OF SECONDARY SCHOOL content areas have
two’ kinds of responsibilities. in fostering reading abilities
__among their students. They must exténd reading abilities already
“Anitiated in beginnitig and intermediate instruction. They must
also develop abilities which have not been deait with in most.

| p— \::lementary programs. For example, in the-area of 'sccondat&‘\\u

English, such development would include the - abilities rt}) in-
1

terpret, to annlyze, and to appreciite -more_complex Iiterary
selections. . : . : 1 I
) re’ )

_A Critical Approach to Teading : .

William S. Gray’ suggests four main components of the read-
ing process: (1) word“perception, (2) comrprehension, (3) re-
action and (4) assimilation, It is the important concern of the
‘seqondaryschoel teacher that the two latter steps in the process
are carried through. Development of the reacing ability to
react and integrate points th~ student ip two directions. The
first points toward. better citizenship irecause this .is the last
supervised critical reading some students will ever do. The sur-
vival of a démocratic society is vitally linked to this ability because
intelligent leadership and followership depend on choices made .
through crit‘i&malysis. The second points in the direction of
more competent stiidy, in college. The college student is called
upon to read more Material in college than he is i aigh school.,
Also, he -mist probe more complex  material .mnore deeply.-
Through a [critical approack, he can bé shown to_choose that
which'can b skimmed and that which m#st be analyzed. - ;

Thus, as the, public school curriculum becomes increasingly
more spezific, th&xe is greater need\for d solid rclaisonship be-
tween reading and Yeasoning. - The secondary level demands that
reading be firmly established -as a tool skill by the student. It
~must also build on the grounflwork already laid in content areas
begun in the elementary grades. In virtually all activities in-
volving reading some provision for student reaction is necessary.

The ferm “crifical reading,” used scveral times in this dis-
cussion, is a much maligned one- in ediicational discussion. It
seems to be synonymaus with “critical thinking,” the major dif-
ference being one of application. Pingry suggests five different "

¢ Journal of Reading, 8, (April 1965), 311-314.  ~ . - .
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. CRriTicAL READING

emphases that people have placed “on - the concept--of critical
thinking. 5 ’ : ' 'q R .
(1) Critical Widihg as collecting” dara, organizing data, and formvlating hy-
potheses from data: (2) Critical thinking as use of anrect pririciples of logic and

understanding the, naturc of proof. (3) Critical thinking as critidsm of thinking. -
- (4) Critical tllillk!lg_;li related to understawding of the psychology of propaganda

and "advertising techniques. (5) Gritical thinking ‘as synonymons with problem
solvihg? - T

These five emphases’ in- critidal thinking or critical reading -

can_be seen clearly-in the demands of several content areas of
the typical secoudary school ‘curriculum. In secondary school
English courses, the student ‘is asked té interpret-and analyze
various literary selections. In doing so, he must go beyond com-
prchension of plot and simple character realization in/order to
solve the sometimes ambiguously presented probiems df symbolic
representation of ‘an. abstract concépt. If he is to esc pe - wild,
immaterial, or insignificant interpretation, the student m¥st-idei-
titfy; collect, and synthesize that textural evidence which supports
s thematic gencralizations. In this quest, he must escape the
Jlogical inference-which may be found'in the narrative -under
consideration.- This same student isioften ‘called upon- to deal
with the most difficult of literary ‘ccmpiehension abilities—that
of appreciation. “The. ability to _appreciate imaginative .litera-
turé, in anything more than the rost superficial-sense of-the
term, .calls for the most sensitive of reactions to the elements of
individual woxrd cheire, syntax, and broader organizational pat-
terns. Another desi . outcome of activities involuing apprecia-
tion is that the student can integrate his-aesthetic reaction to the
work of a literary artist to his personal conception- of that”“which
is beautiful. . . .

High ‘school students are frequently faced with the necessity
ef cutting their way through pages of illustrative or descriptive
material in order to find a main idea. Their task calls for the

ability to pinpoint a fund2mental théught which is surrounded

by a subordinate discussion.. Once this idea has been found, this

same student must deltberate the maip idea (Gray’s neaction

step). Hz must jugdge the validity of the contention and relate

it to its supporting evidence. The ability .to separate fact from '

. ‘. -

opinion is a necessary one in dealing with tektual discussion
as well as in analyzing the propagandistic material produced by
modern mass media and the speeches of hosts of public office
seekers. o — ‘
The student of social, studies must be ready and willing %o
utilize the ideas he has found.and deliberated (Gray’y assimila-
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‘ tion step). Such information should become a part of his per-
- sonal aw: 1ess and support of his own political, social, and
. economic pnilosophies. If he is unwﬂlmg to do thxs, heis not *°
truly developir.g his reasoning through his reading. It is in
_ the area of socijal- studies, perhaps most dramatically, where .
*teachers in secondsry schools have the rather ironic responsibility s Lt
of developing in thexr students a certain contempt fer the printed
page. Y ) X
. o " There is great need for a critical pproach to the reading™of *.~ = . ; ' P
_ . " - modern’ scientific materials now:used in high.schools. Of pri- I N v
: mary importance is theiawareness of students ‘to the possibility Lo L
that certain material is obsolete. The current truth of scientific AR
: statement should always be held up to scrutiny, and this is an __ ' '
. R area in which science teachers have a most vital responsxb-hty . -
P B in the reading of scieptific materials, a student has an oppor- :
- tunity to learn to follow the inductive process of reasomng as it , .
] J appears in ‘printed (rather than oral or dxagrammatxc) form. : L e L s
> ) - This student will also learn to be selective in his reading,- From T
B _an often confusmg mass of data, he must choose that which ’ .
’ clearly aids in the formulation of hypotheses; in doing this, he ©
must necessarily reject other data. "Critical choice has always been )
an important ~ect of scientific . l}_yght. s - e/ v o 4 t

P " The need. .‘erpretatxon of symbolic materials, present
. Ny -in all content area. the secondary curriculum, is a crucial
. L. " one in mathematics. Here the symbols used have ssuch hxghly L
- ' : compressed meaning that one brief equation can represent sev- '
/  d . eral pages of printed explanation. “The student must choote -~
: . among a wide range of possable referehts. He must search pains- g . .
- takingly for the most precise ¢ deﬁmtxons -In many" verbal state- S
T . ments and “probleras,” ‘he must. also search for that .which- is “: . -
7 pertinent. In such problems’ one often finds a conscious attempt o
. on the part of the writer to mislead-the readef” through the ‘use o o ,
- of irrelevant and superfluous statements. Furthermore, many of
‘ these misleading elements are brief, concise, and hard to identify. o -
i . _ The studént of machematics must be aware of the constant need i ) ’ i
-, N to examitie his material critically and suspiciously.~ ‘
- . v 'Compononts of Cr}tical Reading . P .
* - . Thus it can pe demonstrated that reasoning arough readmg‘ ) Y
- ) is-an ability wigdlely needed in the secondary school curriculum, .
- E | * " While the bul) @ this article has been devoted to the possible .
¢ . ) <. ‘dimensions of/this ability in content area study,let.us ccaclude’ - K
oo T . with a sumnfary of what can be “called common»components of * o B
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critical reading. ‘That is;. in all critical reading, scveral char-
acteristics are clearly identifiable. . ‘

1. Critical reading is a skill which involves cumulative com-
prehension. . A studént must understand, reorganize, and. find
the main idea of a selection (and in that order) before - critical
reaction to it is possible. -

o C,r’itical'rcading includes two entities—that which is ex-
plicit in the selection read, and the use of higher mental processes.
While 2 major function of the elementary program is to provide-
for Ch(}; former, certainly in the secondary school students must
develop the-ability to use and understand explicit ideas for asso-
ciatioh,'generali@tion, symbolic revelation, and ;@he like.

8. Critical reading can be contrasted with literal. reading. In
this contrast, critical reading is a process which goes beyond the

passive acceptance of ideas and information stated in print. It
is a process which assumes active parti-ipation of reader with
book. With it the réader approachés an understanding of the
broad and various powers of language as a suggestive, reflective,
and evocativé tool. = .7 A )

. 4; Critical reading becomes a habit of examining printed
statements and attacking problems in the light -of related objec-
tive evidence. "This can only be: accomplished through long and
consistent use of the ability. The “hzbit” of using a critical
approach is one of the marks of a maturing reader. In such a
person, -reading has become an attitude as well as a skill, Need-
less to say, he can use it with ,versatility. . y

_In' what we now rather casually accept as an increasingly
complex’ society, the ability to, reac. printed matter with insight
is, and" will_continae to be, of 'viial importance. Problems of
lack of carefully developed materials at the’ secondary level
and inadequate teaclier préparation al” 1g these lines will con-
tinue to hinder its_effective implementation. But the need for

both clearly and dramaticall} evident.

.a critical approach to learning, in American secondary schools is

+

t

 1William $. Gray, On Their.Own in Reading (Chicago: Scott, Foresman and Ce,

revised .edition 1960), pp. 10-13.

sRobert E. Pingry, “Critical Thinking—What Is 1t#"" The Mat;lgmagics Teucher §

(November, 1951), pp. 466-67. N . . ‘ .
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Laying the Foundation for a Crit_ical’Reading P,fo'g'ram

MaRrION D. JENKINSON®-

ONE OF thé major misconceptions cur-
rent amongst reading teachers is that
training in critical reading should be de- -

A v Kd
" 4

o\ \_,_ ) 'V‘ ('_‘v

sion -at this stax_. His vicarious intake of
- ideas’in school is largely through listening

-and reading, but. in the early grades by
layed until later grades. It is true that  reading is limited and his listenizﬁ/‘—\
+  decoding symbols must precede more  extensive. The child's exposure to w4
? complexjskills involved in reacting to the  should not be fimited to his own reading -’
4+ ¢, meaning of the code, but ar -attitude of  but teachers should read informative ma- A
- inquiry .towards the content of the-code terial as well as stories to children: Chil/"
3 must be instilled trom the beginning. dren aré:noted for their constant “why
{ The argument that primary children are uestions, but only gradually do they learn
not capab%e of making logical or rational - that books ate’a'major source of answers. :
+ judgments is only valid in so far as chil- Though most of the words that# child -+,
dren are asked to make judgments con-  meets in his early reading bopks afé with- oo
cérning abstractions, outside 5103 rangé of  in his listening vocabulary, it shéuld not °
their actual or vicarious experiences. More-  be taken for granted that he understands
4 over, there is increasing evidence that the ‘the concepts Eehind.the words* he reads.— - .
ability to read critically does not develo A constant check on the accuracy of his -
?‘.,_,: - -automatically as a result of general devel-  understanding and increasing awareness of
T ' ~Vopment of reading skiils. The point of the function of words is ; portant. "’
inquirg, the art of self-posed question, Studies of oral language develdpment .
must be developed from grade one. ~~indicate ‘that children use compléxity of
. Consideration ‘of three main facets  speech pattems not found in reading ma- ' -
seems to ‘be important: understanding the  terial, Unconscious usage, however, does>
range of devekl{lment of verbal ‘compre-  not iniply that they can understand sitpilar
hension of which childrer are capable at  complexities when used by others. At this
this stage, cultivating créative questioning  stage, too, ‘children are beginning to classis .
on.the part of both the teacher ahd'the  fy their ideas, and to link one concept P
reader, and providing a varicty-of oppor-  with ar.ther. Frequent discussion,- not
“ tunities for expressicn of critical reaction.  merely the recapitulation-of facts, but talk- - .
I . . .ing about the various possible ideas which - ,
The Developrient of Verbal awc inherent in what they read or- hear, "o
Comprehension - must be fostered by primary reachers.
- Traditionaily prima_i'}:i grade children . - .
* 'have been chargctetized as -being con- e’ Onestion; .
jigned“with;the “here and now.” gRecenf Creative Questioning . - .
studies have shown that the understand- . The posing of provocative quéestions by B
ing/ of children can be broadened to in-  the teather about the reading matter is still )
v . clude concepts outside their.own cgocén-  one of the most effective ways of stimulat. - MY oa .
* tric experience through exposure tc situa-  ing children to think as they read, and to ‘
tions which demand that thky extend theic  think about what they read. Unfortunate-
concepts. A corollary of most cf these ly, a great many questions asked by sead- . - .
studies has.been that the.experiénce be-  ing teathers'check répetition of irrelevant', ) '
' comes more fruitful if the child can be led . facts rather than stimulate productive . oo
! to verbalize his ideas. / * thought. Five types of questions appear to
.-Undoubtedly too, a child has a,much  be essential to developing a critical atti- .
‘ gréater listening than reading comptehen- -tude toward$4what is-read. ¢ ‘
; *Reading and Inquiry, IRA Proceedings,"10, (1965), 112-114. L - T . N,
. . Lo, - P T . ) S,
ag . . ) ; - . . .
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1. Since it-is necessary to ensure literal un-
derstanding is complete before we can
begin the rudiments of critical reaction,
the first level of question$ should be de-
siﬁned o check litertl comprehension.
These would include the recall or recog.
nition of detail, of the Sequence of the
events, or the understunding of the ap:
propriate meaning of the word, to iden-
tify things mentioned most frequently.

. In order to develop the synthesis of the
author's ideas, questions which ailow. the
child to say in general, and if necessa
in some detail, what he has just read,
should be presepted.

3. Next queries to see if ,he can give a
judgment about the truth or reasonable-
ness of what he has read in the light of

_his own experience. This will involve 1he
ability to anticipate outcomes, to make
**an educited guess” to draw Simple con-
%l:sions ot inferences; to transcend the

unds of a situation, but to recognize’
the limitations imposed by the writer. .

. Even young children &in realize the,
aathor’s tone and mood, the type of lan-
guage he uses if questions are posed: at
their level. |

. Finally, even Pprimary childrer can make
intelligent comments about their reading,
“thrqugh questions which. clicit compari-
sons with their own experience, or the
author’s purpose of reacting to the
author’s style.- . ; '

, These bases. for questions may sound
Eretentious for childten in the early grades
ut iteis possible tc-extend their thinking
in' these ways. e
While the teacher can do much to stim-
ulate thinking by irovocative» questions,
the mpst important kind, of question edu-
cationally is thie self-posed question. Ques-

" tions posed by the teacher do not always,

cover ‘the special needs of difficultics pe-
culiar to each child. Chifdgen learn to
think - for themselves best when solving
their own problems. Consequently, to get
childreny to pose théii own questions :is

- even more effective than those suggested

by the teacher. Children can be encoue
aged to do this as they read first orally,

later silently. With prompting, pupils - -

learn how to query the sequence of ac-

—~tions, or ‘examine the traits of a tharacter,

or to check the accuracy of information.
Moreover this is also an essential step in
to study. Creative

questioning thin is still‘one of the most
. * b

P,

“major types of -content} the one factual

CriTicAL READING

effective methods of both teaching and
learning which operates in our schools.
i

Expression of Critical Reaction

General discussior stimulates pupils to
make simple comments.about their enjoy-
mént of a story, gr to make comparisdn
with their own exp?éricnces, or to judge the ~
degree of realism present in the material.

Such discussion can lead to questions
:bout the author, the tone and mood of 2
story; the authenticity or accuracy of the
characters. Children may compare actiors,
speech, and underlying ‘motives of char-

. acters with their own. From the beginning
+it is important tp admit that there are

different possibilities in interpretation,
that all characters in all stories may not
appeal to 2ll children, but even at this -
early stage children should be encouraged
'to back their opinion with facts.

Children may gradually be led to the
understanding that authors differ in their
jputposes {or writing, that some write to

“'engertain, scme. to “inform, some ta_per
_ suade and some to arouse feelings. More-

over, many children can make excellent

judgments-in assessing how far an author

succeeded. ¢ v !
Children may be able to formuiate un-

consciously the - difference betwezen two

and the other imagmative. Factual mate-

rial demands the interpretation of the pre- ..

cise meaning of the author, 2nd evaluation

- depends apon.the readers’ knowledge of

the. subject. Imaginative material on the
other hand permits the reader to attach
ideas and meanings of his own, but these
must always be within tite rqmewéﬁc"of—;
the author's theme. Tqo often questions»
and discussion at the primary level permit*
children to indulge their fantasies without
coming’ to grips with the thoughts of the
writer, - : .

be enqouraged to write their comments.
The following criticism by Mike, a grade

two "pupil .in Saskatoon, illustratés that

critical rcading can -be developed ’early. .

Ydu should not belfeve everything-you
s .

< 3

-~ As-soon.as they dre able, pupils'should

J
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read because you may cead a book that says
an ostrich grows to be two feet tall -and
weighs- sixty cight pounds +which is not
true. : Coe. .-
1 have found two authors that made a
mistake. They are Neurath who wrote the
Wecnder World of the Deep Sea and Mary
Taylor who wrote Animial Travellcrs.

_*  Neurath’s mistake was that she said

that the sea-cucumber was the home of two
little black worms. But Mrs. Bumphery -
and the class found that N&urath -was
wrong because they found'in the Comptons
encyclopedia and Mr. Hume who has an |
important job in the ‘office down ‘town -
thought the sea-cucumber .was a.thirg that
looked like a cucumber with tentacles. He -
checked it in the Britannica and found he
was right, and the Comptons. said the
same. Mary Taylor's mistake was that she
said. everything gets, out of -the ants way
when they are on a march. But we found
it a book called Jungle Animals by Frank -
Buck which said a pangolin, which is an
anteater which does not get out of an
* ants way. .

Podondorf said that all animal babies
that ase born aliye-drink milk But some
tropical fish haye their babies born alive.
These fish certalnly dofi't have babies that
drink milk.

All encyclopedias are reliable except the
Golden book erkyclopedias which some.
times cxaggeratef a bit.  * .

I have tolind two authors that I think
write goud ghnfiction books. Every bouk
thep wrotpAl read is. true so far. Their
names ar¢ Frank Buck and Zim.

Tt will be noted that Mike backs his
own knowledge with reference to outs’d\e

L4

.

ve 5 DR P

-

authorities, on personal knowledge as well
s the authority of the printed word. Mike,
Mrs. Bumphery, and the class have con-
sulted not one but sevepal reference books

to_check facts. ‘And this is capped with

Mike's irrefutable logic that “ar -anteater
does nnt get out of an ant’s way,” nor can
tropical fish drink their mother's milk.
Evaluation of the comparative reliability
of the encyclopedias is_included, and

raise for authors who are accurate. What
Setter evidence that critical feading can be
taught early do we need?

Conclusion,

Why is"it that many high school sta-
dats fail to develop their potential for
criacal reading? Most high school stu-
dents have eitﬁet an undue reverence for

the printed word or give a mental shrug
when faced with evaluation of what has-°

been read. Perhaps this halo ai.  au.
thors and their-writings has arisen ase

.. we have rot attempted > tez~h cntical

reading early enough. While we da not
want to develop readers who are carping

seritics, and who “murder through disses-

tion,” we should be producing iealthy

sceptics who seek“not, to find fault, -but’,

have le:’amed?\ Dryden’s terms “the art
of judging wéll.” i
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IN' HER BoOK I. Will Adventure
- Elizabeth _Janct Gray (4) has
_her main character, Andrew, scorn-
-ing study and school. He expresses

" his feclings to his new’riend, an ac-* -

tor and playwright. named “William

Shakespeare. Shakespearc says 1o
Th'ﬂuf‘lgncrancc is a curse, Andrew,

owledge the wing by which we fly
'to heaven. If you get a chance to

pluck a feather from that wing, make
.. themoftofit” - .

.S .y in our world today thein-
 forr .cd individuals who can read and
think are of vital importance. Kath-
lecn Hester (6) writes about: a boy
in second,_grade in Puerto Rico. He

- read: ‘We wish ta read good books,

" in orier not to be ignorant, in order

< not 0 be staves.” What better rea-

sons do we need for critical reading?
What_is critical reading and how
carly can we teach it? Dr. Nila B.

.« Smith (8) has pointed out the popu-

larity of the term critical reading, to-
day and the fact that-many people
are using the term to refer to mary

" primary’ meaning, from “words; (2)
- interpretation, * getting a. deeper
meéaning from: words in addition to
simple, % Jliteral 2omprehension;- and
(3) “criticgl reading, including., the

st two but going further in inyoly-*

ing ggrénnal judgment on and evalu=

+ ¢ -
*The Reading Teacher, 19, (October 1963F, 35-39.

*

_ Critical Reading in the Primary Grades . e

ation of the “quality, the value, ihe
accuracy, and the truthfulness of
what is read.” Critical reading in-
volves critical thinking. - .~
How cagly can we: start teaching
critical reading? Is it possible in éle-
mentary school, particularly in the
primary grades? Rescarch findings
veveal that critical thinking can be
taught from kindergarten throug
college. Dr. Leo Fay (3) points out:
“Actually children at ages well before

those at which they enter school arc

able to make valid judgments in rela-

tion to their experiences and their

maturity devels.”
Critical reading in it highest form

is complex, and a young child usually -

would be unable todo such involved
reating. Second graders ray be criti-
cal réaders, Heilman (9) says, but
“no onewould siggest that, their in-
terpretation of the Constitution. is
adequatéeiar our society.”. But they
cant evaluate in’ terms  of their ma-
% turity, their backgrounds, and experi-
ences. Stauffer (10) tells of a Six-

ok <" skills in reading. She seés thie¢ types year-old questioning how three ducks
.of thought-getting processesz (1)~
"- literal’_comprehension, getting, the

in a story coild be “long parade of
ducks.”- The child knew ducks, had
scen them walk in single/file, had
reaghed 2 reaction to long and short,
and «ould figure out what a parade

.

was.'He obviously was daing critical
. thinking.

. Are teachers tcaching the skills
of critical reading? In ‘the Harvard

;
af "
.

“
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‘ /é in.keeping with the prevailing opin-
i ers that only older children are able
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scheols, The Fird 'R (1§, the staff* A teacher must be skillful in teach- =
_ reported that not unul Grades-5 and _ing critical t.nnlung we want to de-

6 did schqol systems snmqtc ‘con- velop questionipg attitudes in chil-

siderable” attention was ngcn focrit- dren, but we*do not want teachers

ical reading, a\situation “very much or classes always ‘< *.c unduly suspici-
ous, to questios verythmg ud thus -
deny themselves. opportumtm to lead
Tives full of satisfaction (2). A teach-+
er must use logi¢ in promoting sqund
and proper attitudes.” .

Exactly how, then, car “critical

H
}
?
-‘~ report of reading in clementary tcacher asks me rcly for sumplc recall.

ion among administrators and teach-

! to’ think and read critically.”” Mere. -
-than half of the school systems de-
voted “little” or “no” tim to such

children in those activities that con-

Smith writes (8): «
T . tributed to critical reading. There. Rarely, should a teacher plan to “give a

fore, amopg their reconimendations l:son"i in ;nuc;l 'm;;img.d mcularz) in
poscd a0 the primary es. More dircct work aan®
the authors pro that “a definite be dgnc at tili‘:t; in the upper gradcs Jeads
pro be initiated in which all*- }mo dritical md;?g ivities usually arise
i . Jfrom discussion of reading content.
children are taught critical and crea Children themselves ofg%n offer leads to
tive reading ‘skills appropriate. for critiaal reading The wise teacher kecps her-
. .mc“- dcvclopmcnt and that tcacﬁcrs self cver on the alert for such leads, cn-
! codraging them with commendation for *
~ find ways to stimulate ‘thinking be- - - good thinking and stinnulating further 1¢~
. yona thc literal mearting of pqsagcs » search for facts ‘with tactful questions o1

Y . ” -muarks.
T~ 4 rcad . ),

N “Ttis apparent that crmcal rcadmg Surcl), thc pnmary school curricu-
P AN jknlls -do not appeas autqmatxcallx but  lup provides a fertile fGeld for criti-. ,
) : \ must be taught. All authorities agree ca thmﬁng Basal rfading sclections :

7 ’ " that g teacher must So. di:ct the ‘and individual bookd\as well as ma-

reading of children that "they cant terials in content Teldd, offer many
think critically. A teacher hersclf ;)pportumtus 9 3 tcacﬂcr. Critical
must be a critical .rc:yicr and thinker. . Jeading iffay .be taught t6 a large or
e must give practice in the skills. *smallgroup of to an mdmdual pupil.
-Sh must remember that “critical It:sobvmus, thcrcforc,'that critical
thmkmg “abilities are difficults and «vading i is posgible with: young, chil-
. they are, slow agrowmg” (7). She dren, but that amouht a
must hclp\ch'lldrén gain background of such actmty T on the teac
and experientcs.-She must encourage  To assist teachers, here -are some dx-
critical thmkmg .and be pleased by amples and. appllcatnons ‘of critical .
’  the qucstxomng of children, not an< readipng at ‘the primary ‘school Jdevel.

. i * " noyed by it, Shé must cgeate the set- _ «-Primary schpol c/nldren cun’ ques-
’ ting for critical rcading.. often a tion whether+a situation is- tiuth or,’
R P ~ N N - ) [N . . v . .

!.
§

lov - .
e s
i»
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o skills in Grades 1 and 2. In observa- reading and” thinking m : -aghﬁ’
tions in the classroom, the field staff Probably the: best way»ls v xido .
rarely found téachers trying to help classroom?discussion as it occ  WDr.
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. . fantasj’.' Russell (7) mentions first
) graders making such distinctions
after hearing “The Day It Rained

+ Cats and Dogs.” Primary grades.in-

. clude the.age for the start of interest
in fairy tales; and children can be led

to distinguith between fantasy and

. ‘truth. Could someope “ep foi.a

" hundred years? Coulda  pkin be-

- take place? Why.or why not? We can

+  help-children to look for cles

come .a coach? Gould such ‘events

that’

about what he or she actually knows?
How can we find out? It is unfortu-
nate that notes about auathors and
how they happen, to write their stories
do not appear somewhere-within the
covers of books to offer quick projof
of competency. ;
Children can judge how fair and
just another is. Should Peter Rab:
bit* have been punished, or should *

i - have gotten: a,smack for being
Jast? Is an author right to make such.’

i signal a fairy §tory, such as the énce- * things happen?” Why do you think so?

) upon-a-time beginning and the fairy
prince and princess.

A child may decide_if action is
Dlausible in stories not.labeled fairy
stories. Look at Phyllis McGinley’s

* _ “The Horse*Who' Lived Upstairs.”

Have you ever hzard‘of a horse living

' . ,upstairs? It is possible?)How. does the

author make the situation scem plau-

sible?"Afe gnimals, insccts, &nd birds

, - able tc talk;” as Wilbur, Charlotte,

& -~ and, Templeton do -in .Charlotte’s

’ Web? "Why or why rot? Is there a
land where theé wild things are?

, Young childrer. can be leA %6 judge

_the competenge of an. avithor. Chibi

conld distinguish the cry-of crows

under different circumstances. Can

. this be? Laura Ingalls Wilder in The

Little House in the Big Woods tells
of Ma and Laura going out-to_milk’

v+ bear jn the barilot. Did bears.come
to farms then? What -would your

cloth.., your house, or your parents’,

*  werk nave been 2 hundred years ago?
-+ - Why did Q Laura’s father take an
automobile™or jét plane? .

.+ . Such 'n:‘::zerials‘call for checking:
on an authér

-

- g

.
.

-example.

the cow after ‘dark and finding-a*

. Is the authc_;r wxjgngj

Characters ¢tan be judged:as life-
like or %eal..Does Fern, do things that
you would if you owned Wilbur? Is
,Tcrpplcton just what a greedy, sclfisb
rat ought'to be? Why does the little ~
old man set out-to find a cat? Why
did he want to please' the little old -
woman? - . .

Perhaps discyssion can, lead to
some understanding of the motivesy~
of characters, why a giant was bad
and why a hero’s decds ate good for

- h 4
" Sometimes d title can be appraised.
Children can judge such a title, as
The Courage of Sarah Noble: Docs
it seem a good one? Why? How do
you think Sarzh will show her cour-*

"age? Was she brave? Would you have

been? Children might judge a title
b, deciding whether.it gives the idea -

- of the story and sounds interesting.

Children can” judge picturec. Chil-
dren-tan do some critical thinking
about "the pictures in a buok; though
thefy are too simmature yet to evaluate
the ‘technical quality of the art, They

. can see iffa picture is true to thestory.

“Most children aré very much aware

" of details’ ‘and catch discrepancics,
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before adults do. One first grader

was much disturbed at a picture of
a little girl in a clean dress, because
on the previous page the girl had
fallen into 2 mud puddle. How, then,
could her clothes be clean? As Lynd

Ward once said, illustrations should

be part and parcel of a book. -

By being exposed to good illustra-
tions, even young children can be-
gin to build standards of art appreci-

~ ation. They can offer some good rea-

sons for their preferences. .
_Children can judge likenesses and
differences in books dealing ‘with
children of other lands. Why did the
boys and girls make fun of Chibi?

" Why did Ping live on a houscboat?.

Why did Pelle take a boat to the

store and. pay for the dye for the wool.

with a shilling? Family stories of peo-
ple of other countr s or races may
lead to animated discussion and seri-
ous thought.

Various types of comparisons can
lead to critical thinking. A child may

compare biographies about the same’

person for details and authenticity,
for example, the d’Aulaires’ Abra-
ham Lincoln with another book or
TV program about Lincoln. A book,
Little Toot, may be checked against
a film or filmstrip in deciding how
much the two are alike. Different
versions of a story (or song) may be
compared, as Frog Went A’Courtin’
and “The Frog He Would A’Wooing
Go.” Some very capable children
may check the original copy of a book

against a simplified copy and try

figuring out why the story.has been
made easier to read. The popularity

of book clubs, even for young chil-'

b e

dren, also leads to critical evaluation.

A child should be ready to evalu- -
ate his own oral or written reporis.
Even a young child, under guidance,
can be taught to look up material for
a report and judge what material is
pertinent and what sources are best.
Second and third graders are read-
ing more widely than ever for infor-
mation, and they must be led to dic-
tionaries and - encyclopedias. They
must learn to check on accuracy.

Even small children must be led to

examine copyright dates in order to

-determine if material is up-to-date,

an aspect of critical evaluation par-
ticularly important in content arcas.
With dictionary work a teacher must
lead her class to develop awareness
of multiple word meanings, that the
right meaning may be chosen for the

_material being read.

A teacher may teach children to
detect propaganda. One of the most
common means of propaganda is
television. According to David Rus-
sel (7), many children before start-

ing school have developed critical

thinking abilities with regard to this
medium. He cites the five-year-old
saying with a smile, “A4ll the TV ads
say they have the best breakfast
cereal.” While more chances are of-
fered in the upper grades, probably
we can teach children to detect prop-

" aganda as early as Grade 3 and help

them recognize some of the tech-
niques (8).

The child must be alert to figura-
tive language. Figurative language
is- common. Many such expressions
as “It's off the record” constantly
confront the child. The young reader
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who has been taught to ‘think criti-"-
_cally will ask what the material really

means. .

A child can become alert to words
that arouse emotions. A child may
find a_poem -about rain. personally
pleasant. If he wants to play in the
yard he may be dismayed by rain,
however, just as may his mother who

‘wants to hang the washing outside.

He can be 1 to realize that a man

whose fields are drying up may be

delighted with rain.. Words arouse
emotions. Some understanding comes

when meaning-can be brought into

the critical thinking of the child.
Finally,a child will select books ac-
cording to his preferences. How does
a child choose reading materials out-
side school? Spache (9) say that

" children begin as early as the primary
~ grades to offer comments about their

enjoyment of books. They can com-
pare cvents and experiences in a book
with their own. They can be led to
think critcially about the author,
what he wants them to see as his
purpose, what words he uses, and
what his characters are like. Evalua-
tive skills and ‘appreciation call for
the personal involvement of each
individual. -

In summary, children of primary

grades will be able to think critically
about those situations which are a
part of their own experiences or can
be related to them. Many children
will not do critical reading or think-

ing unless the teacher directs or chal--

lenges them. Surely critical reading
by children calls for teachers who are
critical thinkers themselves. -
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Implementing a Critical Reudmg Program on the

Primary Level

A. STERL ARTLEY*

) How DOEs the prir.nary teacher teach

critical reading, or critical thinking
based on reading? There scems to be no
royal road or short cut answer to this
question. Regardless of grade, the essen-
tial process is that of raising questions ot

setting up situations based on the reading -

that requires an evaluative response, and
then by a process of guidance helping the

" child think his way through to an answer.
The questions that call for 2 judgment.

or evaluation are quite different from
those calling for the reconstruction of the
writer's ideas. In evoking comprehension
one asks a question the answer to which is
found in the text, either stated or implied.
For example, the answers to the questions,
"What- did the gitls prepare for lunch?”
“How do you know they followed Mrs.
Stone's recipe?” come from the text of a
second grade story. In one case the answer
is scated on the second page; in the other
it is inferred from what is said. But in
both instances the answers are based only

upon a comprehension of story content. -

However, the question, "Could you think
of another way to scive Stacy’s problem?
Which do you think would have been

" better, yours or his?", calls for an analysis

of the problem situation, and alternative
solutions, and an evaluation of each
against a criteria of "goodness.” Here the
child goes beyond comprehension to a

- critical reaction to a patticular situation.

Let us now look at scveral situations on
various primary levels and take note of the
kinds of questions that might be posed to
evoke a critical response as well as the
process in which the reader engages. On
the prereading level the fifst interpretive
picture story in one readiness book shows
three children riding bicycles and a toy
car on a collision course. The teacher asks,
“What will happen if all three children
keep on going fast?" Based on the criteria

of past expzriences they pose an answer.
Then the teacher asks, "What might be
done to prevent a wreck 2" Based again on
a criteria of experiences the children come
up with several possitle solutions, each
weighed by the group as to its effective-
néss. By turning the page and reading the
next picture they are able to see how the
author resolved the problem and they pro-
ceed to evaluatc their solution against the
author’s. The beginnings of the evaluative
process are much.in evidence at this early

. stage..

First graders-are building an experience
story related to an activity in which they
have just engaged. The teacher says,
""What would make a good beginning sen-
tence for our story?” Several are suggested
and against a criterion of what makes
good beginning sentences for an experi-
ence story, one is selected by the children
for the teacher to write. In fact, we, could
say that any reading situation, regardless
of level, that gives the children an oppor-
tunity to face a situation having several
alternatives,” to weigh evidence, to face
beliefs, to examine facts, “'to examine with
a critical eye,” and to come up with a
reason, a judgment, a conclusion, or a
solution based on defensible criteria is one
that provides an opportunity for critical
readiny. The differences from grade to
giade are differences in level of maturity
and quality of thought rather than the type
of Srocess in which the reader engages.

r again on the second grade level after
reading the fanciful story of ""The Little
Train in 3 Hurry,” the teacher asks, "Was
this a true story or a make-believe story?”
"Why?" “What is the difference between
a true story and a make-believe one?”” And
at this point, without calling it such, the
children begin to formulate. their criteria
by which other stories might be evaluated.
I hope in directing the reading of this

®Reading and Inquiry, IRA Proceedings, 10, (1963) . 111-112.
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story the teacher might go the extra mile
and ask, "But why do we like to read
stories where engines. and pigs, and geese
talk?” For this will give some bright Betty

. a chance to reply, “"Maybe because they

give us a chance to sce ourselves and ‘some

. of our own foolish ways.” For the little
train-in 2 hurry finally had to admit:

- I didn’t go as fast as the horse.
I didn’t go as fast as the bird.
But I went as fast as I could.
That is all any train can do.

The reading that children do as it re-

lates to their social studies units, their -
" science projects, and their weekly news

magazines—any kind of reading—gives

~the teacher a chance to initiate questions

of the open-end type beginning with, “Do
you think . . . 2 “Why did the author
s+ 2" "If you had been . .. 2" "What
made you say that . . . 2" "Do you sup-

se . . . 2" “"What is the evidence for

questions such as these the teacher’s next
question is, "Why?" The common ele-
ment in all these situations or questions is
that they ask the child to look at the facts
or ideas in the story or atticle, and make

. " Following his initial response to

some kind of evaluation and express- an
opinion or make a judgment. Not only is
the reader asked Yo make an appraisal, but
with the question, "Why,” he is asked to
examine and come forth with his criteria
for making it.

It af:pears to me that in the teaching of
critical reading one of the most important
understandings to be developed early in
children is that for a judgment to be

. valid it must be based upon defensible

criteria. The teacher’s questions, “Why do
you think the way you do?" or “What are
your reasons for . .. 2" may poiut up the
fact that the ‘reader cither has no basis
for his evaluation, or that the basis is very .
tenuous. The primary grades are not too
early to begin the development of ‘these
kinds of understandings. Further exten-
sion of this basic understanding will lead.
the reader on more advanced levels to-12c-
ognize the fact that at times his judgment
must be withheld until he has evidence to
substantiate it. Growth in t+° dircction
will prevent the many quick trigger.opin-
ions that aduits give and the judgments
they make on the spongy ground of bias
and prejudice.
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Building Initial Crifical Reading: Abilities

Wirriam K. Durr*

CRmCAL READINGIs A relatively recent
term which has evolved from an in-
creasing awareness of the importance of

- the reader’s reacting to, or thinking about,

ideas expressed in print. While there is
no universally accepted definition, in this
article the term will be used to mean
judging printed” statements as distinct
from evaluating ‘literary merit.

Levels of Reading

Let's éxemplify critical reading on a-

ladder of reading skills by examining
some skills which precede it. At the very
simplest level, we are concerned that the
child makes a direct decoding of the
author's statements. This is what most
teachers mean by “‘comprehersion.” For

- example, the child reads a sentence like

this, “When the big dog barked, the little
kitten started to shake and rolled up into

- a small ball on the ground.” After.the

child reads this, we may ask, *When did
the little kitten start to shake?” “What
did she do next?” .
This, of course, is an essential but low
levet of comprehension. It is a level
which asks the child to teli us precisely

- hat the author said; however, the reader-

must be able to do- this before he can go
on to more advanced levels.

Using the same sentence, now, let’s go
to the next level. This is the level of

. determining what the author is implying

—what he is trying to say to us “between

-the lines” without actually stating it. In

this sentence he expects. us to make sev-
eral implications. -He- is strongly imply-
ing, without actually stating it, that the

"kitten is frightened. He implies that 2

batking dog will cause a kitten to be
frightened. Hé implies that the kitten is
rolling into a small ball to protect her-
self. None of 'these are actually stated,
but, . as mature readers, you- probably
made all of these inferences just as the

-author intended. ' ,

The young child, however, needs to be
taught to make inferences, and so we ask
him, “Why do you think the’ kitten
stirted to shake?” and “Wky do you
think the kitten rolled into a small ball "
This is a level beyond the mere "precise
decoding of the author’s sentence and
another necessary step toward critical
reading. .

Let's go to the next level now, the
level " of critically analyzing what the
author says or implies, and use the same
“sentence for our example. Here we call
for judgments about the author’s thoughts
rather than mercly determinations of
what those thoughts are. For example, we
might ask the child, Do you think that

“a kitten would shake when she heard a
dog bark?”" “If a'kitten was scared by a
dog’s bark, do you think she would act
_the way this kitten did?”. .

Here we use the child’s ability to com-
prehend, but we are going beyond that
and asking him to make judgments about
the feasibility of what the author states
and implies. We are asking for critical
analysis rather than mere acceptance.

Many onqrtunities arise for promot-
ing "critica 1
If we understand critical reading and we
“believe in its importance, we will seize
these opportunities as they arise. Beyond
this, however, we .can take direct steps-to
nurture and teach this ability.
Fromoting Critical Analysis .

We can, arbitrarily and for conveni-
ence only, examine procedures for pro-
moting critical reading ability under two
headings. One of these involves general
classroom procedures and the other con-
centrates on specific, planned techniques.

General Classroom Procedures. Under
the heading of general classroom proce-
dures, it is impossible to overestimate the

*Vistas in Reading, IRA Proceedings, 11, Part 1, (1966) , 55-58.

evaluation in the classroom.
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importénce of using a variety of sources

for information rather than relying en-
tirely ‘on one. which serves as the sole
authority for whatever its topic may be.
My friends in social studies and science
tell me that most of the classrooms they
visit still use a single book as the sole
source of content in each of those areas.
When the children study natural re-
sources, for example, their views on wa-
ter usages are-derived from the book.
They seldom hear the views of an ardent
fisherman compared with those of same-
one who works for the state conservation

-department. They seldom compare the

facts that can be presented—even at-a
primary level—about the effects of dump-
Ing sewage into a stream with the sewage
that they ‘can actually see being funneled
into almost any stream they visit. They
read in the book that water floats logs
and, under certain circumstances, that it
can be used to generate electricity. Then
they go on to the next chapter.

I am not suggesting that very young
children can critically analyze in depth
the problems that beset our society. I am
suggesting that they must have a chance
to compare, to analyze, if they are going
to have a foundation for critically analyz-
ing anything at more mature levels.

The important characteristic of the
classroom is an atmosphere where chil-
dren are encouraged to explore and reach
decisions for themselves rather than an
atmosphere in which children are viewed
as dry sponges soaking up the flood of
information given to them by the teacher.

So far, our exploration of critical anal-
ysis has tried to lead to two major con-
clusions. First, we have examined it with
the hope that this analysis will lead you
to recognize and scize incidental oppor-
tunities which will arise in your class-
room. Second, we have suggested the im-
portance of a classroom where children
are required to explore information from
various sources rather than rely solely on
a single source. :

Exercises for Children. Let's explore

“this now through some examples of spe-

cific exercises which you can use with
children.

(1) Statements of fact and pinion:
At an adult level, we are continually
bombarded by written and verbal opin-
ions which are accepted as facts by the
receiver, The adult who reads onc news-
paper describing “our country's vacillat-
ing - approach” may not know that his
other newspaper which discusses “‘our
country’s consistent efforts” are both deal-
ing with exactly the same approach. The
difference is in the mind of the writer as
he tries to make his opinions our
opinions.

While we do not expect mature depth
in the first days of school, we can begin
building a foundation culminating in a
mature citizen who can analyze for state-
ments of fact and statements of opinion.
At its very simplest beginnings, we start
in kindergarten and first grade helping

children distinguish between fact and

fancy—between stories describing inci-
dents which could have happened and -
others which are “making believe.”

For example, here is a brief excerpt
from a first grade story. *Willie was a
little kitten. He did not know where to

go. He wanted a home with a fire and a

bed to sleep in. But there he was out in
:ihe cold with no home, no bed, and no

re.” . .

Now, here is another first grade story
from the same basal series. “Mrs. Blue
called, 'Here kittens, why are you behind
the box?'

" 'We don't like this house,’ said one
of the kittens. " “There is no fire to sleep
near, )

A discussion of the second story after
the children have read it, should go be-
{ond just asking, “What reasons did the
ittens -give for not liking their new
house?"” In addition, discuss with chil-
dren, "Do you -think this story could
actually have happened?” and, of course,
the all-important. “Why do you think

-that?"" And, "Why do you think the story

about Willie could have happened, while
this one must be make-believe?" .
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First grade children' have a listening
ability which far surpasses their ability
to read those thoughts in print. Because
this oral abili?' is"closely aligned to, and
serves as the foundation for; later ability
to read, we can use it to provide a base

" for critical reading skills at later grade

levels.

Tty this with your young children. Say
to-them, “You know some of the things
we read and hear are given as opinions.
That is, they are given as what the
speaker or writer thinks about something.
Somie of the other things we read and
hear are given as facts. That is, the

- speaker is telling you, 'This is not just

what I think; this is the way it is.” Let me
show you how these are different. Listen,
‘We can buy spinach at the grocery

 store.” Is that given as a fact—as a state-

ment of something that is true? But sup-
pose I say to you, 'I think that everyone
should eat spinach twice a day.’ Is that
given as a fact or as somebody’s opinion
—what somebody thinks about some-
things?" '

Your first examples of opinions should
be so obviously opinion that everyone
can agree that they are. These children
have been taught for years that any words
coming from- adults are to be accepted
without thought. While they haven't al-
ways done so, it may take them a little
while to get the idea that we don't always
expect them to blindly accept.

After you have once planted the seed
of opinion versus fact, you and the chil-

dren can devise other statements which -

are less obviously opinion. A discussion

-of these can provide invaluable ground-

work for later “efforts which® will help
these students make these essential dis-
tinctions as they read. . ’

.(2) Recognizing - assumptions:  An-
other essential ability for adult readers is
the ability to recognize assumptions. Here
is a brief, hypothetical, but rather repre-
sentative passage. See if you can deter-
mine the assumptions that the author
makes.

Since childven in this country are

"~ which a pupil made, “When mother lets

at least three years behind those in

most European countries in achieve-

ment, the need for éducational re-

" form becomes increasingly evident.
As we search for the causes of the
vast gap, we should look first at our
teacher training institutions. The
educationist’s  refection of advice
from his colleagues in academic
areas is ome reason. Professors of
discipline areas who are concerned
with what children learn should
have a strong voice in teacher train-
ing.. ) :

Now, let's examine some of the as-
sumptions that the writer makes. First,
the writer makes the unsupported state-
ment that there 75 a vast gap in education.
Such a statement, which serves as the
basis for his following arguments, .re-
quirss okjective support. )

Second, he makes the statement that
educationists reject advice from their col-
leagues in academic areas. Again, this is
glibly made but unsupported by the
writer.

Third, he implies that educationists are
not concerned with what children learn.
This is a little more artfully hidden, but
here, too, is an example of writing which
denies -the critical reading ability of the
audience. |
- So what does the statement contain?
Several unsupported statements cemented
together with the opinions of the author.

We cannot expect a primary grade
child to critically analyze such a state-
ment as we should. We can, however,
build a background which will ultimately
lead to that ability. For example, in the
upper primary grades you may approach

_ it in this way with your pupils.

“Sometimes when we listen or read, we
come across a statement which is sup-
posed to be true and, from that, the
speaker tells what will happen next. If
the statement does not turn out to be
true, then what is supposed to happen,
next may not be true.

“For example, listen to this statement
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me go to the store. today, I am going to
get a chocolate ice cream cone.” This ild
was saying that he would get a cone, but it
really depends on whether it is true that
his mother will let him go to the store.
If he is mistaken about his mother’s let-
ting him go to the store, then the rest of
the sentence will not be true. ’

“Often when we hear statements like
this, we don’t stop to think about them;
but, sometimes, if we do, we can find
‘the part that must be true before the rest
can be true.

“Let’s try a few of these just for fun.
Listen, ‘When Daddy gets his new boat
next week, I'll go for a ride in it What

part of that must be true before the rest

can be true?” ,

You can make up other sentences
which require the children to critically
analyze assumptions. For example, “After
I get the toy gun for my birthday, Tl
play spaceman with you.” Or, ."Since 1
will stay up late tonight, I'll be able to
watch Batman.” .

Of course, there are a number of un-
stated assumptions in such. sentences. For
example, in the last sentence, in addition
to the stated assumption that the ‘speaker
will stay up late, there are the unstated
assumptions that he has access to the
television set and the right to determine
which channel it will be turned to. Be-
fore pressing for additional assumptions,
however, be sure that your pupils have

taken the first basic step of recognizing
the stated assumptions. °

In addition to making up examples,
you can locate assumptions in various
materials that the children read. For ex-
ample, in the 2' reader for one basal
series, there is a story about Katy No-
Pocket. You may recall that Katy,<as her
name implied, had no pocket to carry her
baby, so she checked with other animals
to learn how tth did it. When she tried
to carry her baby on her back like a
crocodile, she made the assumptiion that
he would be able to stay on when she
jumped. Unfortunately for the slightly
bruised baby, this proved to be a false
assumption. Once children have devel-
oped the idea of what an assumption is,
they can find many simil.z examples in
the materials that they read. N

While using the word “assumption”
here, I have avoided using it in my sug-,
gested statements that you use with the
children. Whether you do. or do not use
a word like “‘assumption” with your chil-
dren must depend entitely on them. As a
general guide, we should usuall{; use such
words when our pupils can be led to

understand them. Words are the verbal ~
tags for thoughts; and, if your pupils are
mature enough to comprehend the gen-
eral idea or thought behind noting as-
sumptions, there is no reason that they
should not have the verbal tag to apply
to it.
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Ways and Means of Improving Critical Reoﬂing Skills *

MELVIN HOowARDs* -

Cnmcm. reading is the logical exten-
sion of the structural skills, e.g., pre-
viewing, finding main ideas,, details, out-
lining, summ:rizing, guide words, skim-
ming, and scanning. That is, one canr .t
teach the critical reading skills such as
drawing inferences, making generaliza-
tions, detecting propaganda, interpreting
imagery and symbolism, etc., without hav-

-ing learned how to apply these interde-

-

pendent structural skills. For example,
when teaching previewing, one is setting
the stage for critical, reaé‘ing, unless one
teaches, as so many do, by merely listing
the things to look for and then conclud-
ing the activity. When the student is in-
structed to note the title, author, date, and
publisher, for example, we can note that
frequently the title does not tell too much
about the contents of the book, but that
it does give the general area of concem.
Pocket Book of American History as a
title tells us two important things which

-may distinctly influence our evaluation

and analysis of the book. Pocketbook may
mean an abridged version—shortened, not
comglete, something may have been de-
leted. American History tells us that we

shall cover about 360 years between 1600-

1960. At the outsct we have some idea of
what to look for. Previewing and the other
structural skills help the reader to be more
selective—and that, selection, is the heart
of intelligent reading. Being able to dis-
criminate important from unimportant
facts, details, ideas, and concepts is at the
heart of critical reading. This skill serves
as a magnet to the reader, drawing him
into the matter and clearly defining for
him foreground from background, as it
were.

But there is more to previewing as a
step in critical reading. If we check the
date of a book or article it tells us wheth-
er it is up to date or not. The classic ex-
ample relates to the Charles Beard U. S.

Histories which have been so very popu-
lar in American schools. Up to 1939
Charles Beard was pro FDR and the
New Deal, and after 1939 he was anti
FDR and the New Deal. This bias came
out in his writing, as it must with any
writer. Here the date points out this-bias
for the reader, even before he has read
the material.

Another phase of previewing as a step

in critical reading is the preface or intro-

duction. What do we find here of rele-
vance to critical reading? The preface is
similar to those drab sections of master's
and doctoral theses which are called (po-
etically) “Need for the Study” And in
such sections, as in prefaces, we find the
reason the author wrote his particular book
—uwhat his approach and general bias may
be, and a sketchy outline of how he s
out his plan of organization. Then

0 to the table of contents in wh.. .

nd, typically, an outline of .the book,
chapter by chapter. And this tells us that
these chapter titles represent to the au-
thor the key topics to be discussed in this
book. It reveals his general thinking pat-
tern. So without belaboring this aspect of
the structural skills as a foundation for
critical reading skills, let us conclude by
saying that these skills lead the reader
step by step to greater and greater selec-
tivity and to an awareness of the organi-
zation and structure of the material to be
read. When he learns how to find a main
idea and its supporting details, he is learn-
ing further selectivity and discrimination
ofg the important from the unimportant.
This is critical to learning how to evaluate
and analyze written matter which is the
essence of the critical reading skills.

The critical reading skills, like the
structural (study) skills, need some rein-
terpretition themselves. That is, as we
teach them these skills are all meanings
skills, not mechanical devices for “'unlock-

*Readiag and Inquiry, IRA Proceedings, 10, (1965) , 124-127.
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ing” anything—meaning least of all. Just
as intensive phonics does not guarantee (in
fact, often discourages) better understand-
ing of ideas and concepts, neither do iso-
lated study skills or other mechanistic ap-

roaches to learning how to think in read-
ing. After all, what is it we want the
reader to do? We say we want him to be
able to understand what an author issaying
and what that may mean in some broader
context. But we proceed, too often, as in
phonics, in simplistic isolated exercises
rather than in meaningful wholes of
kaowledge. How do we understand writ-
ten matter and then go on to be able to
interpeet it critically? In order to under-
stand we must see the zelationships ¢ “ng
words, ideas, and concepts. How do we do
this? One way is by leaming the interfela-
tionship of these structural skills which
show us, in.X-ray fashion, exactly how
the author thought his way through the
subject. We follow his organizational pat-
terns and we note Which points are em-
phasized and which clements go with
which other elements to make some kind
of sensible whole.

There are other important factors in
building and improving critical reading
skills. One of the most useful, but rarely
mentioned, is the type of classroom or
instructional environment. one creates for
any kind of teaching. In teaching critical
reading skills it is necessaty to create an
atmosphere which is loaded with mean-
ings and suggestions and opportunities
for interpretation. Humor, wit and satire,
sometimes even sarcasm (used correctly)
can help to build a sensitivity in students
for watching for the irony, the incongru-
ous, etc. Pethaps you noticed while the
previous speaker was giving his interest-
ing talk, the music being played was “Ex-

us.” What an opportuniz for interpre-
tation there! Incidentally, this is one rea-
son why so many students like Mad mag-
azine which, among other things, focuses
many of its satirical barbs at propaganda,
particularly as used in advertising. The
teacher’s attitude, in allowing Mad mag-
azine in class, or other satire, sarcasm,
and wit, is critical to developing this type

. critical reading

of general sensitivity. It is simply not 2
matter of presentin%‘: body of skills and
saying, therefore, that you have taught
critical reading, or anything ¢lse for that
matter. The very walls of your room must
exude meanings and awareness to innu-
endo and relationship. Books, materials,
and skills alone will not suffice, not if
i"ou really mean to make your students
ighly sensitive and alert to propaganda,
to implication, and to logical errors in
thought.

Since critical reading is what all read-
ing is about, one can readily see how to
tie in the various skills already alluded to.
Let me mention just a few of the specific
activities we have used with success over
the years in the way of improving critical
skills, at all levels. Perhaps I should di-
gress briefly to say that these skills, struc-
tural and critical reading skills, are to be
viewed on the vertical plane not the hori-
zontal. Many of the rudiments of struc-
tural skills and critical reading skills can
be taught in the primary grades using

some of the TV ads about plastic elec-

tronic monsters which the children soon
discover really do not look as big in the
store as they did on TV and which fall
apast quickl‘y. This kind of awareness
can be highlighted and used to build in
the foundational background for more
sophisticated critical reading skills later.
In teaching youngsters the differences be-
tween the real and unteal, the imaginary
and the actual, fact and fiction, one can
readily see the al;ﬁlication of several basic

ills. The child can be
questioned as to whether certain super-
stitions or misconceptions could be prov-
ed. How? Do the arguments make sense?
Children love humor which can readily
be slanted toward this end of critical an-
alysis.

Let us get back to some specific tech-
niques or gimmicks if you will (although
that is certainly. a loaded term, connota-
tively and filled with propagandistic po-
tential). The use of ads from magazines,
newspapers, ot even TV ads, is one con-
crete way to teach the various propa-
ganda techniques and to go into the deep-
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cr significance of these techniques. Once
the basic techniques have been learned,
one can have the students write their own
ads. It is amazing how perceptive they
can be when they know ate free to
open up. Through this process of learning
the propaganda techniques and using the
ads, one an readily slip into logic and
syllogisms as 2 way of demonstrating the
crroneous conclusions drawn by these ads.
In teaching the card stacking technique
one can readily insert something about
statistical fallacies and the weakness of
the design of “rescarch’ reports in terms
of variables and controls.
_ . During the 1960 election campaign, we
did an interesting and comprehensive re-
scarch on the way major newspapets
around the country were handling the
presidential campaign. Each student took
one ncwspaper for 30 days and carefully
analyzed the amount of news space, fea-
ture space, editorial space, picture ;pace
allotted to ecach candidate. We had 12
newspapers representing every patt of the
country and we made tabuiations of actual
lincage devoted to each candidate. When
the month was over we came up with a
thorough raview of the biaz s expressed
by these papers. After the election, we
ccked the returns for those cities whose
papers we had studied. This was to see

if we could note any appreciable influence
of the newspapers on the voters. It was a
fascinating project and many things were
learned above and beyond merely how
much bias each rr had, or who sup-
ported whom. We learned about the way
certain nﬂgpapers slant news stories in
line with editorial views and how some
chains of newspapers sing the same songs
with the same lyrics in all of their papers.

All of the interpretation skills, especial-
ly thoss used in reading literary material,
are intimately related to the critical read-
ing skills. Bias and connotative loading
is evident in rodz, short stories, plays,
and novels. In this connection, when
working with the disadvantaged, one can
utilize street corner speech for purposes
of teaching ima and connotation.
Words such as “skut™ for girl or “s00]"
for hot, and "nitty-grit™ for earth can all
be used as launching pads for verbal
journeys into ctymology, variant mean-
ings and bias.

To summarize this bricf presentation,
let us say that to raise the level of critical
reading skills, at all levels, requires a
solid foandation of structural skills and
an environment which exudes and gen.
erates discussion, debate, and awareness
of all kinds of relationships, with key em-

phasis on selectivity.
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Distinguishing Fact from Opinion
Lro M. ScuerrL®

IT 1S CUSTOMARY when discussing critical reading to list
“distinguishing fact from opinion” as one of the primary sub-
skills involved in this evaluative process. Such a listing im-
plies that there is a difference between facts and opinions and
that this difference can be reliably detected. The purpose of this
paper is to examine these two premises in order to determinc
what, if any, instructional guidelives for teaching this skill can
be discovered.

Fact vs. Opinien

Dictionary definitions and common usage refer to facts as
something having actnal existence while an opinion is generally
accepted to be a formn of belief not quite as strong as positive
knowledge. Cn the one hand, then, facts are existing bits of
known and verifiable information while opinions, even thongh
based on facts, transcend the absolute certainty of facts and in-
corporate varying degrecs of speculation, confidence, and judg:
ment. Most theories and generalizations are forms of opinions.

Facts can be generally divided into two categories, defined
and empirical. Defined facts are those which have an absolute
certainty of existence because we have created them by con- .
sensus. The statement “2 plus 2 equals 4” is an example. “Paris
is the capital of France" is another. The truth of these statcments
can never be known throngh reasoning or research; they are true
hecause of agreement and convention. Defined facts are most
commonly found in mathematics, although they are nsed in many
academic disciplines. However, their significance in everyday
life, particularly with regard to the type of behavior desired and
obtainable through critical reading, is probably of minimal im-
portance. i

Empirical facts are those which have been discovered, gen-
erally as a result of inquiry and systematic investigation. State-
ments such as “Mars orbits the sun” and “pi equals 3.14 4" are
examples of this category. (An analysis of these statements reveals
that they implicitly contain certain clements found also in defined
facts. This merely points out that these categories are not

*Journal of Reading, 11, (October 1967) , 5-9-
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mutually exclusive) Sentences such as “Nebraska is north of
Kansas” probably also belong in this category, although it is
possible to argue this point if one wishes to split hairs. Empirical

“facts probably play a more significant role in everyday life than

do defined facts, but close examination leads us to conclude that
both are of minor importance in day-to-day existence.

This is because of the present state-of man’s knowledge. Most
facts are tidbits, isolated and, discrete pieces of information. Few
generalizations valuable to the man-in-the-strect are a result of a
compilation of indisputable evidence. Few if any decisions about
occupation, purchasing, leisure time, religion, politics, etc. can
be made solely on the basis of facts or generalizations derived
from facts. When facts are used for a significant purpose they are

.most frequently used in the context of an underlying belief or

assumption rather than as a foundation in and of ‘themselves.

"This situation seems to negate some of the value often attributed

to facts. . .

By the very existence of this subskill and by believing that
readers should be able to differentiate between facts and opinions,
it is possible to conclude that we believe facts are “becter” than
opinions. If this interpretation is correct, it may indicate that we
do not have an accurate perception of the relative significance of
facts and opinions. By implicitly accepting this subskill, we may
be overvaluing the role of facts in everyday life.

Another weakness of facts is that they may produce a distorted
view of reality. Beginning with Hume, a long succession of
philosophers has persuasively argued that there is no infallible
method for ascertaining matters of fact. That is, even information
revealed. through empirical approaches is not necessarily incon-
trovertible and should not be thought to be absolutely unequiv-
ocally true irrespective of time, place, person, and circumstance.
This point of view pervades twentieth-century science and is so
powerful that even some theologians are using it as an integral
part of their ethical system.!

For critical reading there seem to be two points. First, the
distinction between fact and opinion is blurred, their differences
are less obvious, and reliable detection is confounded. To get a
sound yet workable definition of each may require an analytical
philosopher of epistomological bent to do for them ‘what Scheffler
has done for the terms “know” and “believe.”? Until then we
may be best off by being less assertive and certain that there are
clear-cut differences. ‘

Second, if, as a prelude to distinguishing between fact and
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, opinion, we define “fact” so that we create the impression that
L ) ' some things are certain, absolute, and infallible, we are defeating
: some of the general primary objectives of critical reading in order -~
‘  to attain a specific secondary one. Critical reading, by definition,
postulates a faiiible world, and anyone trying to teach critical
s ’ i : reading of-éxpository material implicitly accepts this model. We -
’ should not chip away at this model nor weaken its foundations by
unwittingly using inconsistent definitions or creating ‘contradic-
tory attitudes. . ’ o

Another major difference between facts and opinions other .
than’ their Tespective definitions is the language in which they
are or can be expressed. Facts are stated as unqualified assertions. -
It makes little sense in ordinary usage to state, “It seems to re-

. ’ ' quire a speed of 17,500 m.p.h. to escape earth’s gravitational pull.”

- ‘ Since we know this, we flatly state, “It requires .. .” and omit the

qualifying word “seems.” We are more precise in using language,

. : and it makes ‘infinitely more sense if, in expressing an opinion,
. . : we label it as an opinion in either of two ways:

Qualifiers—seems, appears, probably, may, etc.

Indicators—TI think, we believe, our conclusion, etc.

A major probleni, however, is that authors commonly omit
qualifiers and -indicators when expressing an opinion so that it
then resembles a fact and detection is made difficilt. And this -
leads us to the second part of the analysis.

Distinguishing Between Fact and Opinion

There are at least three reasons why it is frequently difficult
to distinguish between a fact and an opinion. - .

1. Use of similar linguistic structure and content. Because
they tell something about the observable world, facts are ex-
pressed in terms of what philosophers cail “stitement,” but most
- .- ' of us refer to as “declaratory sentences”: e.g., “Cars have wheels”
and “The window is open.” Many statements, because they refer
to the existence of something, use forms of the verbs “be”-and
“have” which are defined us referring to that which exists or .
has reality. ) ’

Authors often use statements containing “be” or “have” verbs
or imperative verbs when expressing opinions: e.g., *“That was a
superb movie” and “He will be a poor chairman.” There are
“few outward clues to indicate that “Schools have teachers” is
objectively verifiable while “Johnny can’t read” is probably a
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subjective conclusion. Therefore, we cannot depend upon lan-
guage structure to provldc reliable clues to help distinguish be-
tween facts and oplmons- we caunot say that facts take one
Imgmsnc form while opinions take another.
" But if form isn't a dcpendablc clue, what about content?
. ’ Don’t opinions often contain evaluative terms_such as uglier,
‘braver, poorer, easier, more powerful? Even’ though the answer
is yes; we must not make a blanket conclusion that statements
containing such modifiers are opnnons. There are verifiable and
unverifiable modifiers: e.g., “That is a taller building” vs, “That
is a prettier picture.” But to complicate the situation there are
modifiers which are difficult to classify as to verifiability. “Larger”
‘and “easier” are examples of modifiers which may be either
verifiable or. unverifiable depending upon the criteria upon
. which they are based.

" A justifiable conclusion seems to be that each sentence ‘must
be exanined individually and the criteria for any modifiers deter-
mined before we can state whether it is fact or opinion. We,
cannot rely on any generalization about the structure or the
content of the statement-to be of significant value in hclpmg
us make this decision. -

2. Use of levels of abstraction. One function of language is
to summarize a mass of details and to express this general idea in
a capsule form. Human beings have found it suits them to say-
“The Mexican people like Americans” rather than to say “In
a survey, 30 million Mexicans answcred yes to the questlon, Do
you like Americans?” .
- This kind of shorthand cxprcssmn is cxtrcmcly common in
- mass media. We.are confronted with the situation where, be-

cause a newspaper cannot print the governor’s total speech, it is
summarized. And in this summarization, rather than stating
cxplicitly that the governor referred five times to high- taxes,
an impressionistic sentence is used, “Thc governor referred
repeatedly to high taxes.”

We are not concerned here with the propriety or impropriety
of this use of language. What is important is that our common
use of abstractions confounds the problem of determining whether
a sentence is a fact or an opinion. Most of us would think it
acceptable to say of a child “He gets good gradcs" when he-has
five A’s and three B’s on his report card. But is this statement
fact or opinion? One thing is clear. Such a statement is at a
higher level of abstraction than the data on which it is based,
and the result is to make difficult an exact delineation between
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fact and opinion. .

8. Use of combined stalements. -So far we have talked as if
facts were facts and opinions were opinions and never the twain
shall meet. But this is far from accurate. Consider the sentence
“There’s a2 mangy cur on the porch.” Here is an opnmonatcd
factual statement. The fact is, if you trust the speaker, there is
a dog on the porch; the opinion is that he’s a mangy cur. The
problem then becomes not simply distingufshing betwveen two
statements but of separating fact and opinion when expressed to-
gether—a considerably more difficult task..

Conclusion

The point of this analysis has bccn to make a partial examina-
tion of a commonly listed subskill of critical reading to help
determine whether we can tell facts from opinions and whether
we should tell facts from opinions. It has been shown that even
though there are differences between the two—that is, we can
differentiate between them—it is far from a snmple task to do so.

" There are no handy rules-of-thumb we can give students to help
them_in this task. Furthermore, the complexity of the task is
increased by combined statements which require the ability to
detect bias before finally distinguishing fact from opinion. So
there may be certain prerequisities necessary before attemptmg
to teach this skill.

The question of should we teach this skill is at least as thorny
a problem. The mere ability to distinguish between fact and
opinion may not be as valuable as we have assumed. After we
have separated the two—if indeed we can—it may be more
important to determine the relevance, the soundness, or the
implications of the opinion than to conclude, “This is a fact;
that is an opinion.” Being an opinion does not per se determinc
whether it is good or bad, right or wrong. The evidence and
values on which it is based and the things it leads to are much
more important than whether it is an opinion. But these matters
are obviously beyond the scope of this paper.

“Finally, it is hoped -that this analysis, even though it did not
reach any definite conclusions about the two premnses which were
examined, will not be viewed only as an end in itself, but applica-
ble to other skills. Hopefully, this examination shows both the
need for and the technique to use in analyzing other statements
we, so glibly espouse. Critical reading should not be confined
to the classroom—for either student or teacher.
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Critical Reading in a Developmental Reading Course
ROBERT DENBERG and CHARLES JONES* ,
N EXPERIMENTAL READING COURSE was given at the

Randell School“in Denver, Colorado, to seventh- and eighth-
grade students and another at our classrooms in Boulder, Colo-

rado, to test the following hypothesis: assuming that the structure-

of reading and the structure of thinking coincide, then improv-
ing and extending the structures of logical and critical thinking
result directly in improving critical and integrative reading
ability. ’

- Methods of Evaluation

We were hampered in the reliable gauging of our results by

the unfortunate fact that no suitable standardized test exists to
measure improvement in critical reading ability; however, since

we were not concerned with the improvement of existing

methods of teaching critical reading, but merely with testing the
workability or non-workability of a new approach, we could
validly use the two-valued criterion “improvement—non-improve-
ment” in our evaluations. The evaluations were made by our-
selves during the third portion of the course and by instructors
at Randell School who observed the changes in critical reading
ability evidenced in their students’ classroom performances.

Structure and Methods of the Course )

Half the course work was devoted to instruction in study
skills, speed reading, flexibility, classifying and organizing writ-
ing, etc., and the other half to critical or integrative reading ap-

proached through the following: 1) a study of the principles of-

correct thinking; 2) their application in a series of class discus-
sions of issues of general interest, in which no attempt was made
to arrive at specific conclusions; instead precision, objectivity,
structured and organized thinking, analysis and examination
were fostered; and finally, 3) application to a variety of reading
materials. ) ' )

The following principles of critical thinking were explicitly
covered:, :

A. Precision with word meanings. Mathematics and the sci-
ences demand this awareness and respect for accuracy; all litera-
ture in all fields depends on the impact of specific and carefuily
chosen words. ] ’

*®Journal of Reading, 10, (March 1967) , 399-408,
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. In order to foster precision in word comprehension in our
- : . students, it was necessary first to drive home very solidly this con-
} . cept: Even the-most prosaic words do not merely symbolize their
referent, but have a secondary valuation or coloration (1) in-
trinsically, e.g. “highly sensitive: squeamish,” (2) contextually,
. e.g. “highly sensitive to insult: highly sensitive to beauty,” and
) : (3) inferentially, e.g. “artistic and highly sensitive: highly sensi-

. tive, almost paranoid.” Although most of our students were
eas;ly made aware. of the importance of word- usage in persuasive
wntmg, we were concerned that they discriminate its 1mportance
in expository writing because of the assumptions implicit in word
choice. The most important question the students were asked
: : - to consider was, “Why was this word and no other chosen?”

Other concepts covered to develop precision in the use of
, _ words were ambiguity and semantic confusion. The discussions
of ambiguity were enlivened by exploiting the humorous aspects
of amblgulty (for example, “My dog has an enormous appetite.
He is very fond of little boys.’ ) The concept was easily grasped
by all students. )
Semantic confusion posed a problem. We were familiar with
the tendency of younger children to perceive words as absolutes,
and we had considered the possibility that the thinking of our
13- and 14-year-olds might not be sufficiently mature to grasp
this coricept. The old question, “If a tree falls in the forest
. and there is no one there to hear it, does it make a sound?” is
. immediately resolved when definitions are agreed upon. We
. : : were pleased that almost all our students were able to understand
) { - the nature of semantic confusion and could be led to analyze suc-

cessfully questions like the one above.

B. Structure of thought. Thought—in books, or in speech—
always has a structure, and the ability to find this structure is vital
to understanding. The syllogism is an idea in a clearly structured
form. The relationship of the parts to each other and to the
whole is immediately evident: for example, “All men are mortal;
’ Socrates is a man; Socrates is mortal.” But all ideas contain this
' "~ same relationship, however confused or obscure; and to analyze
or-understand anything, this structure must. be implicitly or ex-
phcnly extracted. Our students examined various books, includ-

- ing their own textbooks, to find the structure and movement of
the thought, so that each work was seen as a coherent, meaningful
whole without “loose ends” or disconnected facts..

Sometimes thought is not properly structured: for instance,
- “All dogs are animals; all cats are animals; therefore, all dogs are
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cats.” By analyzing various kinds of fallacies and understandin,
why they were fallacies, our students developed a “feeling”™ for
the logical, for unity of thought and for coherence, which-was -
manifested in their own thought as we observed it in the group
discussions. ‘ : '

‘C. Recognition of implicit assumptions. Many writers pre-
sent-some of their ideas implicitly, and the reader must be able
to “read between the lines” and draw inferences. Value judg-

- ments (Is a thing good or bad?) are often not stated formally.
Sometimes the writer or speaker is not aware of their existence,
yet they color and distort the objectivity of his thought. Feelings
that masquerade as thoughts can be exposed, but first the reader
must know that they can exist. . ’

The group discussions included topics like *“Should 18-year-
olds be allowed to vote?” and “Should capital punishment be
abolished?” All speakers were required to use words precisely,
"present their ideas in a structured way, be relevant at all times,
be objective, support their beliefs, and recognize underlying as-
sumptions and call opinions “opinions.” Usually two or three
different opinions emerged, and the class evaluated each in regard
to the following criteria: What is the formal structure of each
argument? What are the underlying assumptions? What fal-
lacies, if any, exiét? How well supported or factual is each
argument? On the basis of what evidence do you agree or dis-
agree? The rigor of these rules made communication between
the students awkward for only a short time. The value, in terms
of clarity and lack of confusion, as well as in superior develop-,
ment of thought, soon became apparent and welcome to the stu-
dents. :

Our course devoted a good deal of i.me to the application
of these critical principles to reading. Obvious material that we
used included newspaper editorials, articles in two different news-

_ papers about the same event, advertising in magazines, book and
movie reviews. But we believed that critical or integrative ability_
should be valuable to every kind of reading, and for this reason
we worked with literature, especially poetry, with essays, and with
all kinds of factual materials from the social studies and the
sciences. ’

Observations : ’

A. Observations in the Reading Class. The discussions gave
students the opportunity to use the critical principles-and gave us
the opportunity to see how effectively they were being used. -
At first, we noticed the flow of ideas was rather disorganized in
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most of our students. In discussing the topic “Should prisons be
\ : : used to punish or to rehabilitate?” we received many contribu-

tions like the following: “There was a man in my neighborhood

who stole, and the police caught him and now he’s in jail.”
" Although perhaps colorful or interesting, anecdotes like this

failed to make a point or shed any light on the problem at liand.
b - ‘ We were receiving free associations, and students could not dis-
tinguish between relevancy and irrelevancy. Again, at the begin-
ning, students would cite fathers, uncles, big sisters to prove their
points. “My uncle says that if anyone sells dope to kids he should
be punished by being put in jail for the rest of his life.” Why the
student’s uncle believed this was not indicated; merely that he
said it seemed sufficient proof. Also common at the beginning
were emotional judgments. “It must be terrible to be in prison
to be punished, so you shouldn’t punish criminals, just rehabili-
tate them.” Feelings are valid when they are recognized as such,
but logical argument and discussion suffer when all that is ex-
changed is emotion. :

We noticed that the students became far more critical as the
class progressed. The three errors given above—irrelevancy, in-
adequate support of opinion, and subjectivity—decreased signifi-
cantly. At first the teacher had toexert constant and forceful
control over the course of the discussion; toward the end the
students did this themselves in evaluating their own contributions
and those of their fellow students.

We noticed a less tangible hnprovement in the students’
choices of words. “Bad,” ‘good,” “right,” “wrong” gave way to
more objective and less colored words. And in students’ evalua-
. tions of books and essays we noticed the same development of
critical ability.

In student analysis of writing for content and organization
we also found considerable improvement. Initially, when the
students were asked to indicate the structure of a flow of ideas,
they stayed on the factual level. “The X tribe and the Y tribe
live in similar climates.” “They have the same resources.” “The
author says one tribe is monogamous, the other isn’t.” “It says
one tribe lives off the land, the other robs from neighboring vil-
lages.” The reason for these facts, to show that environment does
not completely determine the way a people lives, that culture is as
important as environment, and can, in fact, change it, was not
considered as part of the structure. Through the course, the
students were- increasingly able to see why facts are presented,
that they are not isolated units which just happen to be in the
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same essay or chapter or book, but that they are all connected and
are used to support general ideas, even if these general ideas are
implied and not bluntly stated.

A great deal of interest and participation was generated in
‘the group discussions, and we were pleased to notice that the
shyer students became less reticent as the course progressed and
offered many contributions.

. B. Observations in other classes. The most surprising observa-

tion (although perhaps it shouldn’t have been) was that the .

students became more fluent and coherent in their own writing.
Improvement in comprehension was reported, and some students
became much more expressive, although this may have been a
temporary carry-over and not a permanent change.. One student
jokingly said, “This course bothers me, because when I leave it
my friends and I keep getting into long arguments about what
we were. talking about in class.”

Conclusions

In all cases improvement in critical reading ability and in
critical thinking was noted by ourselves and by the instructors
at Randell School. Instructors also found improvement in writ-
ing and speaking ability in some students. As was expected,
critical reading. ability carried over into the academic classroom
situation was somewhat less than that evidenced during the read-
ing course, but nevertheless was believed to be significant. We
also believe that reading improvement of this nature may be ex-

ppected to generate continued improvement in the student, such

improvement being an attitude of posture of mind as well as
a proficiency.
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SIGNIFICANT RELATED ARTICLES

The articles here do not exactly fit under any of the categories repre-
sented by the preceding sections of this reprint. However, all the articles
have relationship to the teaching of comprehension skills, even though
somewhat obliquely in some instances.

The opcning article affords a highly selective but inclusive listing of
comprehension skills at the elementary school level. Other articles relate to
the critical thinking which operates in all critical reading. The cffects of
linguistics is dealt with, not only for reading but spcllm% and speech. The

t

problems of culturally disadvantaged children are also des

with.

The reader will find valuable supplementary articles listed in the bibli-

ograpliy at the end of this volume.

Evaluating Critical Reading

MAarTHA L. KinG*

DEVELOPING A NATION of critical
readers appears to be an educational
aim more lauded than comprehended,
more Sought-after than accomplished.
For despite the improvement in gen-
eral literacy statistics of the nations,
teachers and other thoughtful citizens
are showing increasing alarm over the
inability of Americans to read criti-
cally. Much has been written about
the probable causes of this special
reading deficiency. Vague and ambig-
uous concepts of the nature of critical
reading, inadequate definition of the
specific skills involved, insufficient in-
structional materials and techniques,
and the limited abilities of teachers to
instruct pupils in these higher level
reading skills are commonly identified
as inhibiting factors. A fifth deterrant
has undoubtedly been the lack of
procedures and instruments to use in
evaluating the achievement of pupils in
this area.

Teachers tend to teach best those
subjects and skills that are regularly
and directly evaluated in the schools’
organized testing programs. In read-
ing this means, then, that word recog-
nition skills, literal comprehension
skills, knowledge of vocabulary, and
some interpretation and study skills
are the facets of reading best taught

because these are the skills that are
covered in the standardized tests most
frequently sed”in elementary schools.
Only rarely do such tests include items
that require pupils to identify the au-
thor’s opinion, detect hidden meanings,
interpret figurative language or tone,
or make generalizations from the facts
given. Items which require the exam-
inee to identify omission of important
facts, irrelevant data, discrepancies in
information, inappropriate analogies,
and persuasive use of words are com-
pletely missing from elementary school
reading tests. Yet, through newspa-
pers, magazines, and television, young-
sters daily confront reading materials
in which such reading skills are
needed.

It is the purpose of this paper to de-
scribe two types of evaluation instru-
ments that were developed at Ohio
State University as a necessary part of
a research study of the feasibility of
teaching critical reading at the elemen-
tary school level. When the research-
ers began designing procedures for
teaching critical reading skills to pupils
in grades one through six, it soon be-
came apparent that new instruments
for measuring effectiveness of instruc-
tion were needed. Recognizing that

*Forging Ahead in Reading, IRA Proceedings, 12, (1967) , 179-185.
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critical reading is a complex dynamic
process involving various t of
thinking, two very differeat kinds of
evaluation instruments were devised.
One was a battery of three tests, which
were constructed for grades one
through six, to measure the growth in
achievement of the identified critical
reading skills. The. second technique
was developed to measure the quality
and kind of thinking that ocurred
when children were engaged in critical
reading and discussion activities in the
classroom. This second instrument
also enabled the teacher to assess to a
limited degree the effectiveness of her
verbal behavior in stimulatin% the crit-
§]cal reading-thinking habits of her pup-
ils.

Developing a test of critical
reading

Developing a test of critical reading
skills for elementary school pupils was
an arduous task because the skills of
critical reading had not been identified
and precisely clarified.  Moreover,
finding reading matter or writing new

materials that would test critical read-,

ing ability and still be within the read-
ability competence of the examinees
was extremely difficult. The first step
in test construction was that of clari-
fying that aspect of reading ability
commonly referred to as critical read-
ing. What knowledge and skills were
essential for the critical reader? From
a search of the literature a long list of
reading skills, thought to be basic to
critical reading, was compiled. This
list was sent for validation to a panel
of reading experts across the nation.
They were asked to critically analyze

the list, to rate the importance of each *-

skill, to suggest other skills that should
be added, and to indicate those that
should be omitted. The revised group
of critical reading skills was further
validated by classroom observations of
critical reading lessons, in which the
completeness of the list of skills was

checked. Despite the care that was
used in developing the list of skills, du-
plication and overlapping were evident
in the resulting list. Some skills, more-
over, were very similar; others were
quite distinct. To assure both balance
and preciseness in the definition, the
skills were categorized into three
major groups. All of the items that
concerned the validity (reasonable-
ness) and reliability (trustworthiness}
of reading materials were classified as
logic skills. Included were ‘drawing
conclusions from stated premises, iden-
tifying unstated premises, identifying
fallacies in reasoning, and recognizing

rsuasive devices in writing. The

language skills were classified either

under logic or the second major classi-
fication, literary analysis skills. Skills
that involved recognizing and judgin

rsuasive use of words, vague an
mmprecise words, and the multiple
meanings conveyed by a single word
were included with the logic skills.
The literary analysis category con-
tained such language-related skills as
interpreting and evaluating metaphor,
symbolism, personification, alliteration,
and authentic speech. Other skills in-
cluded under literary analysis were re-
lated to identification, analysis, and
evaluation of 1) forms of writing; 2)
the components of literature such as
characterization, plot structure, set-
ting, and theme; and 3) the literary
devices that make up the author's
style.

Those skills that involved going be-
yond a single piece of writing and
comparing or evaluating it according

to external factors were designated
.general skills. This group consisted of

such abilities as identifying, compar-
ing, and evaluating sources; judging
the author’s viewpoint and compe-
tence; determining the publisher’s (or
sponsor’s) commitments; and compar-
ing multiple sources in order to verify
information.

v
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Constructing test items

Critical reading ability results from
the readers not only knowing about
and identifying such features of writ-
ing as logical fallacies, literary form, or
the point-of-view of the author but also
from their skill in analyzing, compar-
ing, and judging various aspects of the
written material. Constructing a use-
ful evaluation instrument, then, called
for devising test items that r_e:}:ired
the reader not only to recognize faulty
reasoning, discrepant information, and
elements of the author’s style but also
to judge the trustworthiness, truth-
fulness, and quality of materials. An
example of a question which requires
the reader fo recognize and judge a
statement—in this case a false analo-
gy—is the following:

A boy is iike a tree. He must stand
straight and tall.

What is wrong with these sentences?

1. Trees are always straight, but boys
are hot. .

2, Trees arc always straighter than
boys.

3. Boys are not as tall as trecs.

4, Boys are not like trees in most ways.

The next question expects the reader
to analyze statements and apply knowl-
edge to reach a valid conclusion from a
series of statements:

Anyone who is on a TV show is rich,
. Captain Kangaroo is on a TV show.

If the above statements are true, what

else must be true?
1. Captain Kangaroo is rich.
2. People who are not on a TV show
are poor. .
3. Captain Kangarco may be rich.
4. Anyone on a TV show may be rich.

In the example that follows the chil-
dren are expected to make a judgment
about the kind of question Bill’s
mother asked :

John told his mother about his new
friend, Bill. His mother said, “Is your
friend a good boy or a bad boy?”

What s wrong with this question?

1. Bill may be good one time and not
so good at another time.

2, Bilf might L2 better than John.

3. John's mother knew Bill was a good

4. %‘:{l was John's friend, so he was
good.

Other questions in the test asked the
examinee to compare two sources for
likenesses and differences in content,
form, author’s purpose, and facts pro-
vided. The following illustrations
from the primary form of the test show
that students also were expected to go
beyond the text provided in making
judgments about the material.

LET'S READ ABOUT SEA SHELLS
What are sea shells? Sea shells are the
hard coverings of man{ kinds of sea animals
that belong to the mollusk family. Mollusks
are animals with soft bodies. They are ani-
mals without backbones. The shell is the
house that the mollusk lives in. There are
many things that you can Jearn by looking at
sea shells. One sea animal, the nautilus,
grows a new room each time he gets bigger.
When he adds a new room, he closes up the
old one. Some shells have 30 rooms in
them.

HOUSES FROM THE SEA

My sister and I walked along the beach with

our empty pails. The occan waves rolled in

and out. The waves surprised us by leavin,

many shells lying on the wet sand. Many o

the shells reminded us of butterflies, angel

wings, Chinese hats, staircases, fans, tops,

castles, and boats. We filled our pails with

all kinds of shells. We found onc large

beautiful shell. When we held it up to our

ears, we could hear the sound of the ocean.

We want our friends to see our shells. We

will tell you the funny names we made up.

Pretend you want to share a shell collection

with your class. Which story would you

read to find out more about sea shells?

1. The first story because it tells more about
the sea shells.

2. The second story because there are funny
names we can use.

3. The first story because mollusks are
furny animals.

4. The second story because it talks about
the ocean waves.

In what way do you think the two stories

are different?

1. One is about a girl and a boy, and one is
about backbonet.

2. One is about a family, and one is about a
house.
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3 has informati | § :

One has ioformation about sea shells, and Norming the final forms .
4. One has facts about angel mm— Three forms of the Critical Reading

flies, Chinese hats, fans, and astles; Test were finally constructed. There
Wig‘:md’:;’m who‘bo:‘rﬂe the first WETE  two primary forms, which
story have done? differed primarily in the readability of
1. Gone deep sea fishing. the items, and one intermediate form.
3 Studied shout the maniiue Both of the primary forms contained
1. Made a collection of sea shells. 10 questions pertaining to “general

Due to the practical necessity of
constructing a testing instrument that
could be administered to elementary
school pupils within reasonable time
limits, only a sampling of the extensive
list of critical reading abilities could be
included. Selection of items for the
initial forms of the tests was based
upon criteria of appropriateness for the
grade levels tested and the uniqueness
of the skill. For example, if two abili-
ties were judged to be very similar,
such ‘as recognizing the prosaganda
devices of nameailling and plein folk
technique, only one item was included.
Paralle] items were written for each of
the skills selected for both primary and
intermediate grades. These were then
organized into four trial forms of the
test—two for pupils in grades one
through three, and two for _ﬁ:lepils in
grades four through six. tests
were then administered to a pepulation
of 3,017 pupils in ten elementary
schools in a four-state area. Results
of this administration furnished data
for both item analysis and coefficients
of reliability of the two forms at each
grade Jevel. Following the item analy-
sis, final forms of the primary test and
intermediate test were constructed on
the basis of two additional criteria : the
discriminating power and the difficulty
of the test items, The reliability of
cocfficients for the two trial forms
ranged from .72 to .86 for the different
grade levels. Although these were ot

- exceptionally high, they were consid-

ered adequate for the purpose of this
test, which was to assess growth of
pupils in specific skills.

skills category; 17 questions in the
logic classification, which included
questions ; and 15 in the literary analy-
sis cat , which included literary
form, plot structure, theme, characteri-
zation, and literary devices. The in-
termediate test was than the
primary and was divided as follows:
15 items tested the general skills of
comparing sources, determining au-
thor's competence and putgou, and se-
lecting relevant sources; 21 questions
were focused on Jogic skills; and 18
items pertained to lit analysis.
The revised tests were administered to
a second national sample for purposes
of norming. Forty-six school systems
in eight states in four geographical re-
sions provided norming data from

,527 pupils. Detailed data pertaining
to grade level norms, coefficients of re-
liability of the final forms, and factor
analysis are not given here but are
avai in a paper written by Bernice
Ellinger (2).

How adequate is the test?

Comparison of the mean scores
across grade levels shows that the level
Zebie o i both sping nd ol a0

e two in spring -
ministiations and that the intermediate
test 'was difficult for fourth graders in
the fall testing, especially. Further in-
vestigation will show whether the
forms of the test should be further re-
vised for readability or moved up one
grade level each.

The main criterion for judging the
adequacy of a test is the degree to
which it measures’ what it professes to
measure. The skills that are included
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in the Ohio State Critical Reading
Test were submitted to a group of rec-
ognized reading authorities for valida-
tion before items were written. In

bryonic effort that will change and im-
prove as it continues to be used, re-
searched, and revised.

Classroom observations as
an evaluative technique

Paper and pencil tests ide one
kind perd evaluation ta about
E:pils—thlt is, an indication of their

el of accomplishment in selected
skills or learning tasks at a given time.
Such instruments do not provide ap-
praisal data about the leatning con-
ditions that foster a specific type of
behavior, nor do they furnish informa-
tion about the thinking processes that
pupils use as they are in such
cognitive tasks as critical reading.
Inasmuch as critical reading is a think-
ing act in response to written commu-
nication, it is highly important that
teachers have tools for analyzing and
evaluating children’s thinking pro-
cesses as revbuuledb.ynot :d{ by written
responses, but v responses,
also. Research in the areas of teacher
behavior and children’s thinking has
emphasized the impfo:mu:e ellthe
teacher’s language in fostering intellec-
tual growth in children. From her

studies of teaching strategr._ and the
devel nt of cognitive processes,
Taba concluded that a teacher’s ques-
tions play a crucial role in the develor
ment of pupil’s thinking skills because
her qqaﬁomhicéhmsc{a;be the pemr?ml
operations w! pupils can orm
and (_let‘ttmine w‘*ich‘:modu ¢ thought
they iearn (3).

It follows reasonably, then, that
evaluation procedures, designed to give
feedback- about the kind
ity of thinking ‘that wa: ob-
in the verbal interactior be-
criek and theofstudenu. shoug
i to ways of improving t
ructional process. Such evaluation
techniques should not only reveal the
pupil’s growth but should furnish data
about the effectiveness of the teacher’s

!ﬁ: second type of evaluation in-
eloped and used
in the Ohio State University Research
Study of Children’s Critical Rudmﬁ
was an observation scale. This too
enabled the researchers to analyze the

E

:
%i

g

ments) in both teacher and pupil utter-
ances that occured duri eight
months of study. To fulfill the pur-
poses of the research study an observa-
tion instrument, which would Fetmit
the classification of both qualitative
and quantitative verbal behaviors, was
devised. The scale consisted of two
related category systems: one for re-
cording the teachers’ utterances and
the other for noting the pupils’ re-
sponses. The eight categories for clas-
sifying the teschers’ talk show some
influence of Bloom's Taxomomy (1):
the definiitons of the terms, however,
have been altered and limited as is
shown in the following definitions :
Specific focts: All talk that is in-
tended to bring specific information
to the learners.
Clarifying: Statements or questions
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used to refine previously discussed
ideas or those misinterpreted by in-
dividuals; included are definitions,
illustrations, rephrasing, or emphasis
on a prior point. -
Interpreting or Inferring : Providing
meanings that go beyond the literal
ones given in the written material.

Included are the personal meanings -

which the reader associates with the
text and his interpretation of the au-
thor’s hidden meanings.

Analyzing: The statements or ques-
tions that’ require an identification
and examination of component parts
of a piece of writing, a situation, or
a phrase; the nature of the relation-
ship of the parts; and the internal
consistency of the whole piece.
Applying: The statements or ques-
tions that require a direct applica-
tion of information or criteria to
another sjtuation or piece of infor-
mation. i o
Summarizing: - A synthesis of pre-
ceding information and ideas, often
showing relationships between parts,
is the object of such questions and
statements.

Evaluation: Statements or questions
in which a judgment based upon
criteria is made or expected. Both
personal values and public criteria
are bases for making judgments.

The main criterion for determining
the five pupil categories was the diffe-
rentiation of levels of thinking that
were obseivable in their responses.
Here the mental operations as identi-
fied by Guilford in the structure of the
intellect proved useful in defining the
separate types of think'ag. The five
different types of thinkiu.g—cognition,
memory,, convergent and divergent
production, and evaluation—were ar-
ranged in a continuum horizontally
across the top of the observation scale.
Cognition and memory, which were
grouped together and defined as liter-
ally understanding and relating what

had been read or previcusly stated, -

were classified as level 2; convergent
responses, thuse that indicated in-
terpretation, illustrations, or reorgani-
zation of the content, were designated
as level 3; divergent 1::ponses, those .
that revealed theorizing, hypothesizing,
or making new and unique applications
information and ideas, were classified
at level 4. Level 5 was reserved for
responses that showed that pupils had
made an evaluative judgment based
upon personal or public criteria.
Responses were classified at level 1
when there was evidence of guessing
or random thoughts. Both level 3 and
4 responses were considered essential
prerequisites to critical reading, but
level 5 responses were judged to be the

‘most cesirable because of ‘the evalua-

tive nature of critical reading.

During ‘the experimental year of the
critical reading research study, 24
classroom teachers, four at each of the
first six grade levels, were reguiarly
observed while teaching reading. One

-half of the teachers (the experimental

group) were given special materizls
and nstruction in critical reading

" while the remaining twelve (the con-

trol group) had no special instruction
in critical reading but were provided
an equal amount of instruction and
materials in selected areas of children’s
literature, .

The purpose of the observations was
to collect data pertaining to the similar-
ities and differences in the verbal be-
havior of both teachers and pupils in
the two groups and to ascertain what
kinds of changes, if any, occurred dur-

.ing the time of the study. Each

teacher was observed six times, pro-
viding a total of 144 observations for
analysis. Two trained observers at
each session made on-the-spot categor-
ization of the teachers’ statements or
questions and the pupils’ responses.
Teachers’ statements and questions
were classified according to the seven
types designated above. Pupils’ re-
sponses were recorded in the same
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horizontal rows as the preceding state-
ment or question made by the teacher;
the responses, however, were classified
within the rows according to the level
of thinking exhibited. The obsérva-
tion instrument provided a graphic
representation of the type of utterances
the teacher made, the qu.lity of re-
sponses given by the pupils, and the
reciprocal relationship between the
two.

The analysis of the 144 observations

produced some interesting and encour-_

aging data, which have implications for
the evaluation of critical reading.
First- of all, the study tevealed that
‘both groups of teachers improved their
questioning behavior. They decreased
their use of specific fact questions and
increased their use of more thought-
stimulating questions. Experimental
teachers changed in the direction of
asking more interpreting, analyzing,
and evaluating . questions; control
teachers moved toward asking more
applying questions. Apparently, know-
ing how to “ask different kinds of
questions for various purposes leads to
- greater improvement than do intuition
or desire. The control teachers
wanted to teach increasingly better les-
sons and did improve; the experimen-
tal teachers who had some training in
the -art of asking questions asked sig-

nificantly more questions, however,
that -demanded analytical and evalua- .

tive responses. )
The- findings further revealed a sig-
nificant relationship hetween the teach-
ers’ questions and the intellectual effort
exhibited in the _pupils’ responses.
Those teachers who asked more inter-
preting, analyzing, and evaluating
questions elicited from their pupils
higher levels of thinking which could
be classified as inferring, illustrating,
hypothesizing, theorizing, and evaluat-
ing. Improvement in pupils’ ability to
engage in higher levels of thinking was
noted during the time of the study,
also. The experimental pupils, espe-

cially, were observed to give signifi-
cantly -more responses at the highest
evaluative level. It appears that pupils
may become increasingly aware of the
goals of reading instruction through
the questions the teacher asks; and
that when they clearly understand the -
expectation to think more deeply or in
a variety of ways, they are .motivated
to meet the expectation.

The observation procedures just de-
scribed involved several outside ob-
servers because they were used to col-
lect research data; the techniques,
however, are adaptable to regular
classroom situations. By recording
reading instructional sessions on audio
or video tape, the individual teacher
can replay, listen to the recordings,
and analyze the verbal exchange be-
tween herself and the children. If she

.samples instructional sessions--regu-

larly over a period of time, the teacher
will be able to evaluate changes in her
language and that of the children.
One first grade teacher who regularly
sampled the discussion in one reading
group for a period of two months ob-
served that when she asked better
questions, the children responded with
more independent and thoughtful con-
tributions. She noted further that the
parroting of answers, which was com-
mon among the first graders, de-
creased ; children who seldom spoke at
the beginning of the observations made
worthwhile contributions after six
weeks; children increased the length
and number of sentences used; and
pupils moved in the direction of res-
ponding to one another rather than to
the teacher. Also, growth of individ-
ual pupils in analyzing, comparing, and
evaluating reading materials was re-
vealed through the comparison of re-
cordings. A?ter listening to more than
a dozen tapes, this teacher concluded
that the pupils became more highly
motivated and interested in reading
when they were challenged to inter-
pret, apply, and evaluate and that suc-
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cess in these thinking processes
brought the children more satisfaction
“and confidence in their reading.
imentations with two proce-
dures in the evaluation of critical read-

ing have been described. Although

different, both of the two devices will
provide the teacher with feedback es-
sential to the improvement of . the
teaching learning environment. To-
gether, the two instruments measure
both knowledge and process objectives
of critical reading.
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A Definition of Critical Thinking

RoBerT H. ENNIS®

As;mocrnotion,cﬁticalthinking

is here taken to mean the correct

assessing - of statements. This basic
" notion was suggested by B. Othanel
Smith™ (3): “Now if we set about
to find out what . . . [a] statement
means and to determine whether to

~_ accept or reject it, we would be en-

gaged in thinking which, for lack of
a better term, we shall call critical
thinking.” Since Smith’s definition
does not use any words like “‘cor-
rect,” his notion is slightly different.
Smith’s concept of critical thinking,
however, permits us to speak of
“good critical thinking” and “poor
critical thinking” without redun-
dance or contradiction. Though this
is an accepted manner of speaking,
the predominant manner of speaking
presumably builds the mnotion of
correct thinking into the notion of
critical thinking. Though the latter
interpretation is used in this paper,
it would be easy to restructure what
follows and use Smith’s concept.
“Good critical thinking” in Smith’s
sense means the same as “critical
- thinking” as used in this paper.
Since there are various kinds of
statements, various relations between
statements and their grounds, and
various stages in the process of assess-
ment, we can expect that there will
be various ways of going wrong when
one attempts to think critically. In
_view. of this fact, the aspects of criti-
cal thinking about to be presented,

‘which may be looked upon as specific
ways to avoid the pitfalls in assess-

“ment, are bound to make a rath

heterogeneous list. -

This list and the accompanying
criteria for judging statements are
based-in a large part upon a study
of the literature in education, philos-
ophy, and psychology.* The list of
critical thinking aspects is also based
upon an analysis of a number of
specimens of alleged justifications of
statements, and a consequent realiza-
tion of the places where these justifi-
cations can go wrong. One may look
upon this list as a statement cf a
number . of items that, if taught to
students, will result in a greater
likelihood that they will be critical
thinkers. Further refinement of this
list is a continuing task, and of course
much remains to be done.

Major Aspects of Critical
Thinking

A critical thinker is characterized
by proficiency in judging whether:

1. A statement follows from the
premises. .

oReferences that were of help can be
found in Robert H. Ennis, “A Concept of
Critical Thinking,” Harvard Educational
Review, 32 (Winter, 1962), 81-111; the
present article is a streanilined version of
that article. The theoretical analysis of
critical thinking and the proposals for
needed research in that article also have
been omitted here. The latter feature is
expanded in an artide entitled “Needed:
Research in Critical Thinking,” Educational
Leadership, October, 1963.

_ *The, Reading Teacher, 17, (May 1964) , 500-612.
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. Something is an assumption.

An observation statement is reliable.
. A simple generalization is warranted.
A hypothesis is warranted,

A theory is warranted.

An argument depends on an
ambiguity.

. A statement is overvague or .

overspecific.
. An alleged authority is reliable.

® Noms N

w

Although the root notion calls for
its inclusion, the judging of value
statements is deliberately excluded
from the above list. This exclusion

- admittedly weakens the attractivencss

of the list, but makes the job more
manageable. So long as we remember
that this exclusion has occurred, we
should not be confused by the trun-
cated concept. Perhaps this gap can
at some future time be at least par-

- tially filled.

The exclusion of other important
kinds of thinking (creative thinking,
for example) from this basic concept
of critical thinking does not imply
that the others are unimportant, nor
does it imply that they are scparable

from it in practice. This exclusion is

simply the result of an attempt to
focus attention on one important
kind of thinking.

Another aspect which has deliber-

ately been excluded from the list is-
proficiency in judging whether a .

problem has been identified. This is
excluded not because it is unimpor-

tant, but because it resolves into one-

or another of the items on the list
(or the judging of value statements)
in each of the various meanings of
“identifying a problem.” This point
will be developed later. '
Each of the listed aspects of criti-

cal thinking will be examined and,

if possible, criteria will be presented,
clarified, and, when it scems neces-
saryy at least partially justified.

L ;llglging Whether @ Statement

-Follows from the Premises

~The concern of most logic books
is with whether a statement follows
necessarily from the premises. This
is the judging of deduction. Reason-
ing in mathematics, “if-then” rea-
soning, and syllogistic reasoning all
exemplify deduction. .

The basic criterion is this: “A

conclusion follows necessarily if its

denial contradicts the assertion of
the premises.” Various rules have
been developed for different types of
deduction, but all see to it that this
requirement is fulfilled. Well-devel-
oped sets of rules include:

1.1 The rules for handling equations and
inequalities.

1.2 The rules of “if-then” reasoning:

121 Denial of the “then-part” requires
denial of the “if-part,” but not
necessarily vice versa.

- 122 Acceptance of the “if-part” re-
quires acceptance of the “then-
part” but not necessarily vice
versa.

1.28 Instances of an “if-then” state-
ment are implied by the “if-then”
statement.

1.3 The rules for categorical reasoning.
These rules may be summarized by the
following: “Whatever is a member of
a general class is also a member of
whatever that general class is included
in, and is not a member of whatever
the general class is excluded from.”

A number of cases of reasoning
are parallel to strict deduction, but
are different in that the generaliza-
tions in use as premises do not hold
universally under any conceivable
circumstance; they have exceptions
and limits, not all of which can be
specified. To extend Waisman’s term
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(5), they are “open-textured.”” Rea-

soning from principles and hypothe-
ses to the world of things, men, and
events is inevitably of this sort. Some-
-times the exceptions and limits are so
far removed that we do not have to
worry about them, and in such cases
we can proceed as in deduction
without fear of going wrong. Some-
times the limits and exceptions are
close by, in which case, still ap-
proximating the deductive model, we
use words like “probable,” “likely,”
“barring unforeseen circumstancés,”
etc., in the conclusion.

For an example of the latter case,.

consider the application of that
standard law of economics, “If the
supply is constant and the demand
for a product decreases, the price
will decrease.” Two of the limits of
the application of this law are within
the knowledge of all of us. It is in-

. tended to apply to an economy free
of government control and to a sector
of it that is free of monopolistic
control. Mention of these limits will
suffice for present purposes, although
there are others.

Now let us apply this' law to a
situation in which there is a decrease
in demand for microscopes. Applying
the law deductively, we are unalter-
ably committed to a prediction of a
price decrease. But it is not wise to
be unalterably committed to such a
prediction. For one thing, the well-
known limits of the law might be
breached: the government might de-
cide to maintain the price of micro-
scopes and pay for the destruction of
the extras; or a monopoly might be
formed to maintain the price.

But secondly, other things that are
not yet explicitly built into the limits
might go- wrong. The makers of
microscopes might form a trade asso-
ciation and decide incorrectly that
with good advertising they can create
a demand much greater than ever
before, so that they can afford to
raise - prices. They therefore raise
prices in anticipation of a nonexistent
demand. .

It is because of considerations like
these that qualifiers like “probable”
must be included in the application
of mapy principles. The application
of that law in that situation might
be, “It is probable that there will be
a lowering of price.” But the appli-
cation would not be this at all if it
can be seen that a known limit is
breached or that there is some other
extenuating circumstance. The point
is that the application of such prin-
ciples should often not be stated any
more strongly than this, even though
the steps in reasoning paralle]l those
of deduction.

Thus there are two kinds of follow-
ing: strict nécessity and loose follow-
ing. The critical thinker can do both.

2. Judging Whether Something
Is an Assumption

This topic is complicated because
there are various logically-different
abilities that go under this title. These
can be best approached through an
examination of various uses of the

" word “‘assumption”: the deprecatory

use, the concluding use, the premise
use, and the presupposition use.

2.1 The deprecatory use and the
concluding use. The deprecatory use
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implies the charge that there is little
or no evidence to support a given
belief and that the belief is question-
able. Here is an example: “You're
just assuming that Frank didn’t read

_the assignment.” This deprecatory
use is often found to be incorporated
in the other uses, but sometimes it
stands alone. As such its appearance
is tantamount to a judgment that’
the view should perhaps be rejected,
or at least be held in abeyance be-
cause of lack of support. No further
discussion of the evaluation of this
kind of assumption-claim is necessary
here, since this is a general charge
and is covered under discussion of
the various other abilities.

In the concluding use, the term
“assumption” is used to mark a con-
clusion, but the deprecatory use is
involved too, since the conclusion is
implied not to be fully established.
Here is an example: “My assump-
tion is that Hissarlik is at the site of
Troy” (a statement made at the
completion of a presentation of the
evidence bearing on the location of
Troy). We need not be concerned
with discussing whether something is
an assumption in the concluding
sense; the important question is
whether such an assumption is justi-
fied and that question is covered
elsewhere in this paper. ‘

The first-two uses of “assumption”
were specified in order to keep them
out of the discussion of the next two;
the following discussion does not
apply to them.

2.2 The premise use. This kind
of assumption stands anterior to a
conclusion in a line of reasoning,

whether the conclusion be inductive
or deductive. To call something an
assumption is to say that the conclu-
sion depends upon it, and that if the
conclusion is to be accepted, the
alleged assumption should also be
accepted. Thus the location of -as-
sumptions (in this sense) is a useful
step in the evaluation of conclusions.
~ Here are criteria for premise-type
assumptions: ’

221 Of the various possible gap-fillers,
the alleged assumption should
come closest to making the com-
pleted argument, proof, or expla-
nation, a satisfactory one. (This
criterion is necessary and sufficient.)
2211 The simplest gap-filler is

ordinarily the one to choose.

2212 1f there is a more plausible
gap-filler among the more
complex ones, it should be
chosen. Plausibility, however,
requires fitting in with ex-
isting knowledge — not being

a special case.

Other conditions remaining the

same, the state of affairs that is

predicted could not occur (or
probably would not occur) if the
alleged assumption were false.

(This criterion applies only to al-

leged empirically-necessary assump-

tions, but for them it is necessary
and sufficient.)

The communite of experts in the

field would not accept the position,

conclusion, or argament without
first believing thz zssumption to
be true. (This citerion is neither

necessary nor sufficient, but is a

good ground.)

What is a gap-filler? Consider this
piece of reasoning: “Since the de-
mand for microscopes has decreased,

the price may be expected to de-
crease.” A gap-filler here would be:

223

1. When the demand for a commodity
decreases, the price will decrease. (It fills a
gap in reasoning from the decrease in de-
mand for microscopes to a decrease in price.)

It is not the only way to fill the
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gap, however. Consider these alter-
natives:

2. When the demand for goods and ser-
vices decreases, the price decreases. .

8. When-<the demand for optical instru-
ments decreases, the price decreases.

-4. When the demand for optical instru-
ments (other than field glasses) decreases,
the price decreases.

Since all four of these will fill the
gap, it should be clear that being a
gap-filler is-not by itself a sufficient
condition for being an assumption.
The simplest gap-filler is ordinarily
the one to attribute, thus ruling out
No. 4. Simplicity might also be a
ground for not accepting No. 2 as

the assumption, since there is a con-

junction of two things (goods. and
services) mentioned. But if the pre-
vailing knowledge in economics ad-
mits no basis for distinguishing goods
from services in the context of this

principle, then simplicity is counter- .

balanced by the need to fit into
existing knowledge. The first two
gap-fillers would then be equally de-
fensible (or indefensible) and either
could be called the assumption.
Gap-filler No. 3 introduces a new
twist, talking only about optical in-
struments. It is as simple as No. 1
but is not as general. Other things
being equal, generality is to be pre-
ferred. A system of knowledge is
better if it covers more cases. But
if the more general gap-filler (1)
should be false, and the less general
one (3) true (or more likely to be
true), the less general gap-filler is
the one to choose.
Assumption-finding then is the
locating of a gap-filler, the simpler
the better, provided that it fits into

arid contributes to a system of knowl-
edge. The assumption-finder should
try to be generous to the person
whose assumptions he is locating,
generous in that he should try to find
the best candidate for participation
in a knowledge system. He should
not accept a false gap-filler as the
assumption until he has searched for .
one that fits into an acceptable body °
of knowledge. Put more simply in
a way that covers most cases, he
should search for one that is true.

While discussing gap-filling it
would be well to note that there is
onc sometimes used criterion that is
inapplicable: logical necessity. As
exemplified by the four gap-fillers
previously discussed, there is no
single significant premise-type gap-
filler which is logically necessary. It
is always logically possible (though
it may be extremely implausible) to
complete an argument in more than
one way, a point I have developed
elsewhere (2).

Empirical necéssity (2.22) is dif-
ferent. To the extent that empirical
statements can be necessary, there
can be empirically necessary assump-
tions. For example, a statement
which predicts that the pressure in
a fixed cylinder of confined air will
increase is assuming that there will
be a temperature increase. Since an
increase in temperature in that situ-
ation is necessary for there to be an
increase in pressure, the assumption
is empirically necessary and can
be pinned on the argument with
confidence. '

Criterion 2.23 mentions the ex-
perts. Although their considered
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opinions can be wrong, they do ordi-
narily know what fits into their body
‘of knowledge. And they do know
what is used successfully in the field
to back up arguments and conclu-
sions. So they can ordinarily be ex-
pected to know what an argument
would need in order to be a good one.

2.3 The presupposition use. Pre-
suppositions are sentences which
must be true for a given statement
even to make sense. This is the mean-
ing of the term “presupposition”
presented by P. F. Strawson (4).
The claim, “The governor’s mistakes
have caused our present plight,” pre-
supposes that the governor has made
mistakes, His not having done so
would- make nonsense out of either
the affirmation or denial of the claim.
If the governor has made no mis-
takes, it does not even make sense to
say that his mistakes have caused our
plight; nor does it make sense to say
that his mistakes have not caused
our plight.

Presupposition-finding is useful in
avoiding being swayed by false pre-
suppositions (if the governor has
made no mistakes, we should be able
to react to the presupposition that he
has). And presupposition-finding is
useful in grasping a verbal picture,
and a part or the whole of a theory.

Judging whether something is pre-
supposed by something else is simply
a matter of stating the meaning of
the “something clse.” .

3. Judging Whether an
' Observation Statement Is
Reliable

An observation statement is a
- specific description. Over the years,

-

those fields most concerned with
accuracy of observation have built
up a set of rules for judging the
reliability of observation statements.
Here is a combined list of principles
from the fields of law, history, and
science:

3.1 Observation statements tend to be more
reliable if the observer:
3.11 Was unemotional, alert, and dis-
interested.
Was skilled at observing the sort
of thing observed.
Had sensory equipment that was
in good condition.
Has a reputation for veracity.
Used precise techniques.
Had no preconception about the
way the observation would turn
out. .
Observation statements tend to be more
reliable if the observation conditions:
3.21 Were such that the observer had
good access.
3.22 Provided a satisfactory medium
of observation.
Observation statements tend to be more
reliable to the extent that the state.
ment:
331 Is close to being a statement of
direct observation.
$.32 Is corroborated.
8.33 1s corroboratable.
3.34 Comes from a disinterested source
with a reputation for veracity.
Observation staterents, if based on a
record, tend to be more reliable if the
record:
341 Was made at the time of observa.

tion,
342 Was made by the person making
343

3.12
3.13

3.4
8.15
8.16

the statement.

Is believed by the person making

the statement to be correct —

either because he so believed at

the time the record was made,

or because he believes it was the
- record-maker’s habit to make cor-

rect records.

Observation statements tend to be more

reliable * than inferences made from

them.

4. Judging Whether a Simple
Generalization Is' Warranted

A simple generalization is a state-
ment which covers a number of
instances and holds that they share
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some trait. For example, that red-
headed people tend to have hot tem-
pers is a generalization. It holds that
red-headed people share the trait of
tending to have hot tempers. A gen-
eralization is warranted:

41 To the extent that there is a bulk of
reliable instances of it. The greater
the variability of the population, the
greater the bulk needed. .

42 To the extent that it fits into the
larger structure of knowledge.

43 To the extent that the selecting of
instances is unbiased.

431 A pure random sample is un-
biased.

432 A systematic sample is unbiased
if a careful investigation suggests
that there is not a relevant cycle
or trend followed by the sampling
gtoceduxe. .

4.33 Stratification of a population on
relevant variables and unbi
sampling within the strata, is
nkefy to be more efficient than
8.181 or 8.132 alone.

4.34 An unbiased sampling of clusters
of the population and unbiased
samplin Sor complete enumera-
tion) within the clusters is likely
to be an efficient way of umplin{
when access to separate individual
units is difficult.

4.4 To the extent that there are no coun-
ter-instances.

The generalization that red-headed
people tend to have hot tempers
would be warranted to the extent
that there is a large number of reli-
able instances of red-heads with hot
tempers, to the extent that we are
able to account for red-heads bging
hot-tempered, to the extent that our
instances of red-heads are picked
without bias, and to the extent that
there is a lack of reliable instances of
red-heads with even tempers.

5. Judging Whether a Hypothesis
is Warranted

Though the word ‘“hypothesis” is
often used to refer to a simple gen-

realization, for purposes of marking
off an important kind of statement
which has a different relationship to
its grounds than a simple generaliza-
tion I will restrict the word ‘“hy-
pothesis” to the job of referring to

. this other kind of statement. Under

this usage a hypothesis is a statement
which is fairly directly related to its
support by virtue of its power to
explain this support, rather than
being related by virtue of the sup-
port's being composed of instances
of the hypothesis, as is the case for
simple generalizations.

The hypothcsis can be either spe-
cific (as is the case in law and usually

ased. in history) or it can be general (as

is ordinarily the case in physical sci-
ences and the social sciences of eco-
nomics, sociology, and psychology).

Here is an example of a specific
hypothesis: “Hissarlik is located at
the site of Troy.”

Here is an example of a general
hypothesis: “The pressure in a liquid
varies directly as the depth, assuming’
the pressure at the surface to be

.
»

zero.
A hypothesis is warranted to the
extent that:

5.1 It explains a bulk and variety of reli-
able data. If a datum is explained, it
can be deduced or loosely derived (in
the fashion of the application of prin-
ciples) from the hypothesis together
with established facts or generalizations.

52 It is itself explained by a satisfactory
system of knowledge..

53 It is notsinconsistent with any evidence.

54 Its competitors are inconsistent with
the evidence. This principle is the
basis of controlled experiments.

55 It is testable. It must be, or have been,

possible to make predictions from it.

For purposes of illustration let us
consider the bearing of each of the

*
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criteria on each hypothesis of the
above two examples of hypotheses:

Explaining a bulk and variety o
reliable data (5.1). Since Hissarlik
is only an hour’s walk from the sea,
the Hissarlik hypothesis explains the
reported (in the lliad) ability of the
Grecks to go back and forth from
Troy several times a day. It explains
why there are ruins at Hissarlik.

These explained reports, it should be-

noted, can be derived from the His-

sarlik hypotheses together with estab-

lished facts or generalizations:

Hissarlik is at the site of Troy.

Hissarlik is one hour’s walk from the sez.

People are able to walk back and forth
several times a day between places that
are one hour's walk apart.

Therefore it is probable that the Greeks
were able to go back and forth from Troy

to the sea several times daily (the ex-
plained fact) .

Hismarlik is at the site of Troy.

A large city when abandoned tends to leave
;‘ulz'e‘».é[ore it is probable that there are
ruins at Hissarlik (the explained fact).
Of course explaining only those

two pieces of evidence is not enough

to establish the hypothesis. -More
evidence of different types must be
provided.

The pressure hypothesis explains
why water spurts farther from a hole
near the bottom of a tank than from
a hole in the middle of a tank. It
also explains the proportional rela-
tionships between the following scts
of readings of pressure gauges at-
tached to the supply tank in a water

system: .
Distance from Pressure Reading
‘Top of Tat:)k (in ft)) (in lbté/lq. in)
5 21
10 42

These data can be derived from

the hypothesis together with estab-
lished facts or generalizations:
The presure varies directly as the depth.
Thae ter the presure at a hole, the
;nfa boe‘r lheh;ilquiisd will spurt, B
e bottom hole is at a ter depth than
the middle hole. greater dep

Therefore, the water spurts farther from
;h; hole near the bottom (the explained
act) .

The pressure varies directly as the depth.
The depth at 19 fu. is twice that at 5 ft.
Ty s e e ot 10t {4 .

:3) .()the explainc?i faact). - @ s

Again the explanation of these
data alone does not establish the
hypothesis. More explained data of
various types are needed.

Being explained by a satisfactory
system of knowledge (5.2). If the
Hissarlik hypothesis could itself be
tentatively explained by established
facts and generalizations, it would
then be more acceptable. For exam-
ple, suppose it were possible to show
that the traits of the Trojans and the
facts about the geography, climate,
and nearby civilization at the time
make it probable that the Trojan
city would have developed at His-
sarlik at the time that Troy was
supposed to have existed. If it were
possible to show that, the Hissarlik
hypothesis would thereby receive
support.

Similarly the pressure hypothesis
is supported by showing that it can
be explained, and thus derived, as
follows:

Pressure in a liquid is the numerical equiv-

alent of the weight of a regular column
of liquid extending to the top of the

container.

The weight of a column of liquid varies
directly with its height.

Therefore, the premure in a liquid varies
directly with the depth.

Not being inconsistent with any
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evidence (5.3). The Hisarlik hy-
pothesis would be weakened if no
springs could be found in the area
of Hisarlik, since the Iliad mentions
two springs in the area, one hot and
one cold. The reasoning might go:
Hisarlik i at tha site of J.?! oot
mwmpmbanz:mwd.wosp ngs

‘Troy, one hot a
Sp‘t’i;ﬂ tend to remain in existence over

1: 8
Therefore, it is probable that there are at
Jeast :‘v: springs at Himarlik, one hot and

one .

Note that in using the absence of
springs as evidence against the hy-
pothesis, we are asuming that
springs tend to remain and that the
report of the lliad is reliable. Either
of these could be wrong. The less
dependable these auxiliary assump-
tions are, the less dependable is our
counterevidence.

The pressure hypothesis would be
weakened by the discovery that water
spurted out the same amounts at the
middle and the bottom, since the
hypothesis implies otherwise. That is,
it would be weakened if we did not
previously have so much by way of
other evidence built up in favor of
the hypothesis—so much that, in this
case, one would have a right to sus-
pect such data.

Its competitors’ being inconsistent
with the data (5.4). A competitor
of the Hissarlik hypothesis is the
hypothesis that Bunarbashi is at the
site of Troy. This competing hypoth-
esis is not consistent with the data
that Bunarbashi is a three-hours’
walk from the sea and that the
Greeks were able to go back and
forth several times daily, if we assume
that the Greeks walked.

A competitor of the carlier-stated
pressure hypothesis might be one to
the effect that the pressure increases
directly as one gets closer to the sur-
face of the earth. This hypothesis is
inconsistent with presure gauge
readings on two independent tanks,
one over the other, when the top
tank has the pressure gauge at its
bottom, and the bottom tank has its
gauge at the top. The alternative
hypothesis implies that the gauge in
the upper tank would give the small-
er reading. The data are just the
opposite.

A controlled experiment is designed
to rule out competing hypotheses by
producing data inconsistent with
them. When we test the hypothesis
that a new fertilizer will increase the
growth of com, we put the fertilizer
in a comn patch, devclop a com-
panion corn patch, the control, iden-
tical in every respect possible except
for fertilizer, and watch the results.
If there is a difference, the fertilizer
hypothesis can_explain it. But it
would not be explained by heavy
rainfall, warm weather, sunlight,
etc., since both patches supposedly
received the same amount. These
alternative hypotheses would justify
a prediction of no difference and
would thus be inconsistent with the
data, ‘

It is, of course, impossible to de-
velop a perfectly controlled experi-
ment, since the perfect isolation and
variation of a single variable is not
possible. The important thing might
be a combination of weather and
fertilizer, or the important thing
might have slipped by unnoticed. But
we can still see in the controlled ex-

hats
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periment an attempt to approximate
the logical goal of eliminating hy-
potheses by turning up data that are
inconsistent with them. The con-
trolled experiment is an efficient way
of eliminating hypotheses by this
method

It should be noted that there is an
implicit assumption of standard or
familiar conditions in the
that leads to judgments of explana-
tion and inconsistency. For example,
the inconsistency resulting from Bu-
narbashi’s being a three-hour walk
from the sea is an inconsistency only
if Bunarbashi was a three-hour walk
from the sea at the time of the
Trojan War. In declaring the data
to be inconsistent with the competing
hypothesis one is gamhling that the
sea was not at a significantly differ-
ent level at that time.

This feature of reasoning from
hypotheses fits in with the notion of
loose reasoning presented under As-
pect No. 1. There are always posible
qualifications when we apply prin-
ciples to the world of things, men,
and cvents.

Being testable (5.5). This is a

logical criterion, not a criterion of
practicality or even physical possi-
bility. The criterion requires only that
it must be possible to conceive of
what would count as evidence for,
and what would count as evidence
against, the hypothesis. We have al-
ready scen that this is possible for
cach of our hypotheses. The fact that
some conceivable tests are not prac-
tically possible is not important so
far as this criterion is concemed.
A conctivable, though presumably
physically impessible, test of the pres-

sure hypethesis would involve swim-
ming to the bottom of the ocean
with pressure and depth gauges, re-
cording readings at various points
along the way.

An hypothesis that appears un-
testable is this one: ‘Al crashes
muundbygremhm,”mndou
not appear possible to conceive of
something that would count as evi-
dence for and to conceive of some-
thing that would count as evidence
against the hypothesis. The word
“appear” is used deliberately, since
the conceiving of evidence for and
evidence against would immediately
make the hypothesis testable — and
would reveal to some extent the
meaning of the hypothesis.

Most hypothescs that we consider
are testable in this Jogical sense, 20
this criterion does not often discredit
an hypothesis. But its fulfillment is
absolutely emential for hypotheses
about the world of things, men, and
events.

é. Judging Whather a Theory Is
Werreated

The difference between a theoretic
system and an hypothesis of the type
we have been considering is that the
former is an involved network of
relations between concepts, many of
which are abstract and technical,
while the latter is a simple relation
between two or a small number of
concepts, often less abstract and
technical. Examples of theoretic sys-
tems are the kinetic theory of matter,
the atomic theory, Gestalt psychol-
ogy, the theory of evolution, Key-
nesian economics, Tumer’s frontier
theory, and classical English gram-
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mar. Obviously zvaluation of theo-
ries is a demanding task. It demands
more than we can ordinarily expect
of clementary and secondary stu-
dents. Undergraduates: are some-
times better equipped, and graduate
students are ¢xpected 7o become
equipped to perform this task.

Evaluating theories is comparable
to evaluating hypotheses, but much
more complex. In general the same
criteria apply but on a broader scal:.
Two modifications should be noted:
the addition of the criterion of sim-
plicity and the weakening of the
effect of contrary evidence.

The criterion of simplicity calls
for choosing the simpler of two com-
peting systems, other things being
equal. The clasic example of the
application of this criteri~a is the
preference of the Copert. -.uu system,
which considered the sun the center
of the universe, to the Ptolemaic
system, which looked upon the earth
as the center, The Copernican system
was simpler since it needed fewer
cycles and epicycles to explain the
movements of the planets.

Since theories have 5o many parts,
contrary evidence does not usually
result in outright rejection, but rather
in adjustment to fit the contrary
evidence — until the whole system
becomes more complex than a com-
petitor. The criterion of simplicity
then functions.

Following are the criteria for theo-
retic systems. There will be brief
comments, but no attempt to exem-
plify the operatic: of each will be
made, because te o 30 would be a
monumental task and would make
rather laborious reading for those not

versed in the filds chosen. You are
invited to provide examples from a
theoretic system in a field you know.
A theoretic sysem is warranted to

the extent that:
63l It uﬁaim 2 bulk and variety of
reliable data. Within the system,

furthermore, the less abstract state-
ments should be explained by the

maorte abstract ones.
6.92 It is explained by broader theories.
Some are 90 broad already

that, with our present state of
knowledge, to demand fulhliment
ohhi:&:ﬁonho«entqdemnd

633 1t is not incomistent with any
evidence. As indicated earlier,
occasional inconsistency can  be
handled by adjusting the theory.
Sometimes the inconsistency must
just be accepted for lack of a better

theory, and we say, “The theory
dors not hold :ol' this kind of
cane”

damsge it
635 It is sestable. When adjusting a
theory to fit the data, are
t
untestable. Freudiau is
sometimes un

636 It is sumpler than its rivals. As

the '::tin Ptolemaic system at the
time of Copemnicus.

7. Judging Whether an Argument
Depends ox en Ambiguity
The* ambiguity can appear any-

where in an argument, but most

frequently it appears in a shift of
meaning from the sense in which
the conclusion is proved to a sensc
in which it is applied. There is
such a shift in the following line of
reasoning:

There are people who sincerely believe
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on religious grounds that medication is
wrong. They believe this because they be-
lieve that any treatment of human beings
with medicine is a violation of their reli-
gious principles, “Medication” means any-
thing intended for the prevention, cure, or
alleviation of disease.” Since the chlorina-
tion of water is intended for the prevention
of disease, it is medication. To chlorinate
water is thus to violate their religious
principles.

The statement, “Chlonnatxomsmed—
ication,” is proven when the state-
ment has one meaning: “Chlorina-
-tion is something intended for the
prevention, cure, or alleviation of
discase.” And it is applied with a
different meaning: “Chlorination is
treatment of human bungs with
medicine.”

Obviously arguments that depend

on ambiguities are to be rejected.
No criteria can be given that will
serve as guides to students in detect-
ing ambiguities, although you can
exhort them to be alert with such
- statements as, “Make sure that the
key words are used in the same sense
throughout,” or “Check the argu-
meat using the key word in its ordi-
nary sense, and if it fails, check it
.using the word in any technical
senses that might be employed.”

8. Judging Whether a Statement

Is Overvague or Overspecific

For the purposes of a given situa-
tion, a .particular statement might
be too vague to provide guidance.
In such situations the statement
should be rejected or inquired int
since in its condition its truth ¢
falsity is irrelevant.

The statement, “Education has

disappeared from the schools” (or,
“There is more educaticn in the

schools than ever beforc”) is useless

in decision-making about curriculum
and school finance -intil the terms,
“education,” “disappeared,” and
“the schools,”-are clarified. The state-
ments are not specific enough to be
tested and apphed They are too
vague.

On the other hand, in a war-
ravaged country it might be quite '
meaningful to say that education has
disappeared from the schools (since
they are now used for hospitals or
housmg) In this situation, “educa-
tion,” even loosely defined, has dis-
appeared from we schools.

This requires consideration
of the purpose of the discourse and
requires the judgment, “This is (or
is not) specific enough for our pur-
posc.” If the purpcse is to come up
with curriculum and budgetary rec-
ommendations for a school system
long in existence, the statement is
n:t specific enough. If the purpose
is to make a report to the leader of
a war-ravaged country, it is spec:ﬁc
enough.

It might be thought that this
aspect of critical thinking is one in
which people do not make mistakes.
In concrete situations this tends to
be true, but in abstract situations it
is easy to go wrong by forgetting to
put questions and answers in the
context of situations with purposes.
Crawshay-Williams develops this
point well (7).

9. Judging- Whether an Alleged
Authority Is Reliable

In order to assess the statements

‘made by an alleged authority, one
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must appraise his credentials. Cer-
tainly other aspects of critical think-
ing should also be applied, if one is
able to do so. But there arc times
when -one must make a judgment
about a statement solely on the basis
of the credentials of the person
making the statement. An alleged

‘authority should be accepted to the

extent that: :

98 b satement i n A Beld.

93 He was disinterested —~that is, he did

not knowingly stand to profit by the

results of his statemenws (except that
he may have stood to have his reputa-
tion affected).

4 His reputation could be affected by his
statement and he was aware of -this
fact when he made his statement.

He studied the matter.

6 He followed the accepted procedures
in coming to his ccnclusion (although
there are legitimate exceptions to this

uirement) . )
!!:2 was in full of his faculties

when he made the statement.

The Reduction of Preblem
identification fo the Other
Aspects

Different kinds of judgments go
under the label, “problem identifi-
cation”: .

1. Judging that a want has been
identified, as when someone says,
“My problem is to learn to appre-
ciate poetry.” In this sense the judg-
ment that the speaker has identified
his problems is tantamount to the
judgment that this is something the
speaker, who might also be the judge,
really wants to do. Problem identifi-
cation here is identification of wants,
cither one’s own, or someone clse’s.
If they are one’s own introspected
wants, then critical thinking is not
involved. For a person to know his

97

wants (felt needs) is something that
he canneot fail to do.

If they are someone clse’s wants,
then identifying problems is the same
as establishing explanatory hypothe- .
ses, as is the case for all subconscious
wants; one’s own or someone clse’s,
for example, “Mark’s problem is to
get attention.” Judging the identifi-
cation of someone else’s problem and
of subconscious wants are then criti-
cal thinking of a type already dis-
cussed—judging hypotheses.

2. Judging that a valuable goal
has been selected. Here is such a
problem identification: “Our prob-
Jem in Culsv .r City is to increase
respect for law and order.” Insofar
as that is a statement of an end
rather than a means, the judgment
that it-is an adequate identification
of a problem is a value judgment.
For reasons indicated earlier, this
type of judging, though important,
is excluded from this analysis of
critical thinking. -

" 3. Judging that a means decision
is adequate. For cxample, if the
broader objective were respect-for
law and order, the following might
be a statement of a means decision:
“Our problem in Culver City is to
establish a youth bureau.” The judg-
ment here that the problem has been
identified does at least these two
things: (1) implies endorsement of
the goal of respect for law and order
(this part of the judgment then is a
value judgment); (2) says that the
means selected will facilitate achieve-
ment of the goal and that they will
be at least more likely to facilitate
it than any other course of action,
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within the limits of existing msourcu
and goals. These limiting goals, by
the way, are another instance in

which values are impressed on prob-

lem identification. To judge that the
problem has been identified is to
judge that no unjustified goal viola-

tion would take place if the problem

were solved.

To apply the means interpretation
to our example: it is there implied
that establishment of a youth bureau
would increase the likelihood of win-
ning respect for law and order, and
would bemore'likdy to do so than
any other course.

Judging a means decision is judg-
ing the application of a principle
and judging the acceptability of the
principle. To judge whether a youth
bureau in Culver City would result
in increased respect for law and
order is to judge whether a principle
about thc rffectiveness of youth
burcaus, applied to this situation,
gives us this statement with sufficient
probability; and to judge whether
the principle is acceptable. Judging
principles comes under judging gen-
cralizations, hypotheses, or theones,

depending on the pnnc:ple in -
- question.

In summary, problem identifica-
tion is many different things and
often a combination of them. Ele-
ments capable of being treated under
the proposed notion of critical think-
ing are (1) judging the alleged
identification of the wants of others
and of subconscious wants (explana-

tory hypotheses), and (2) judging
the assertion of a means of reaching
a goal (judging the application of
principles and judging the principles
themselves). Each of these types of
judging is treated elsewhere.

Summery

There has been presented a root
notion of critical thinking: the cor-
rect assessing of statements, and the
presentation and clarification of a
list of nine major aspects of critical
thinking, which are based upon the
root notion. These aspects get at the
most important ways people can go
wrong in assessing statements and
can serve as a statement of elemen-
tary and intermediate goals in the
teaching of criticel thinking. =

It has not been the purpose of this
paper to suggest how to teach critical
thinking, since that would vary so
much from one level to another and
one subject to another. Perhaps the
examples will suggest teaching ideas.
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Developing More Effective Reading

HENRY A. BAMMAN®

As 1 VIEW THE activities in reading
during the past year, and as I reflect
on the frenzied attempts of teachers and
administrators to meet deadlines for sub-
mitting applications -for funds to imple-
ment reading programs, I wonder if
perhaps we have not, in our preoccupa-

_tion with criteria, materials, in-service
training, and 2 dozen other deliberations, -
neglected the “person for whom all of-
this activity is intended: the child in our

classroom. I have participated in dozens
of conferences witg schoo! districts that
have attempted to meet deadlines, and 1
have s the frustration, concetn, and
disenchantment of those who have finally
concluded that additional funds, addi-
tional materials, and equipment simply
are not going to answer our fundamental
curriculum questions_as to what consti-
tutes the most effective and efficient
means of training a child to read. True,
with additional funds we are able to
reduce the size of classes in those in-
stances where we can clearly identif
economically disadvantaged children; it
is also true that additional materials (and
we have never before in the history of
American education had so much to select
from) will implement our teaching of
reading; it is true that we are now in a
better fosition to support in-service train-
ing of teachers. But, are we, except in
rare instances, more clearly identifying
the means by which we may do better
teaching and the methods and techniques
which may yield better results?

Are we going to be able, within a
period of a few years, to furnish evidence
that money, effort, and materials have
resulted in better readers? It seems to
me that we must; otherwise, we will have
merely furnished additional evidence to
those critics of our educational system
who during the past decade have main-
tained that we are not teaching reading

'

properly. We have responded to the crit-
ics and listed overcrowded classrooms,
mobility of children, undertraining of
teachers, and lack of sufficient funds for
materials and equipment as reasons for
the problems which we admit do exist in
the teaching of reading. Are we, now
that we have additional funds for solving
those particular problems, in danger of
becoming complacent and -continuing to
overlook the basic problem of pedagogi-
cal and psychological factors that may
contribute to improved reading pro-
grams? Certainly we are in a better posi-
tion to foster research, to encourage in-
novations. in methods, materials, and
classroom organization. We can and we
must examine more thoroughly than ever
before exactly what it is we mean when -
we speak of developing more effective
readers.

What -are we referring to when we
speak of efficiency and effectiveness in
reading? Perhaps we can begin to explore
this by describing what I believe ts an.
effective reader.

The effective reader is one who has
mastered the skills of attacking words,
simultaneously employing phonics, struc-
tural - analysis, and syllabication to the
point of having established a broad sight
vocabulary and using those skills judi-
ciously each time he encounters a new,
unfamiliar word. In the- beginning, the
reader employs all of the cues available
to him; as he becomes more efficient in
attacking words, he deliberately reduces
cues. Word. attack skills are virtually at
the sub-conscious level, except for those
times when the reader must consciously
summon his knowledge of analysis and
use his skills to pronounce and gain
meaning of new words. We need to
know, through careful research, what
contributions can be made to word analy-
sis skills through linguistics, programed

*Vistas in Reading, IRA Proceedings, 11, Part 1, (1966) , 59-62.
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learning, non-traditional orﬂlogratihy,
and other means that have not been thor-
oughly explored. We agree that word-
caalling is the basic step in the spectrum
of reading skills; however, it is so

to be misled by efficient word-calling and
to assume that if thé child has that skill,
he is a good reader. -

The word-caller becomes a more effec-
tive reader when "he a}:f:lies his skills of
word analysis to the development of a
rich and varied vocabulary dnd experiences
through reading of a wide variety of

_materials the range and quality of word

wer. He examines the multi-functions
of words, thrills at the author’s choice of
words that uniguely communicate time-
wom ideas and make them startlingly
new and provocative. He pursues the
rich and varied histories of words as they
h;ve bcen('iused to relate ﬂie evolution of
ideas; and he perceives language as a
rich fabric into Pvf'hich good wrigt:rs art-
fully weave their sensations, their per-
ceptions, and their concepts.

There have been hundreds of articles
written about the development of vocab-
ulary, but how’ many of these articles
have we translated into classroom prac-
tice? Are we not, as teachers, guilty of
too much emphasis upon the synonomy
and denotations of words, simply because
of convenience? What are we doing to
acquaint our children with the historical
aspects of language and semantics? Are
we engendering in our classrooms a sense
of excitement and wonder about what
language can do for and to the lives of
our children?

As early as 1917, Thorndike published
his study of the ways in which children
may misinterpret what they read. He
pointed out that the reader becomes so
preoccupied with the overpotency of cer-
tain words that he misses the message of
the writer. Russell’s more recent study of
children’s thinking has underlined Thorn-
dike's original thesis. The reader who
reads with a purpose employs thinking
and can calculate what is_relevant or
irrelevant to his purpose. He sees not
only the obvious, surface meaning of

what he reads, but he plunges below and
searches out to the periphery of what he
reads. He assumes that he must bring to
the printed page both experiences . that
have been directly gained and those that
have come from vicarious ‘sources. He
demands that the printed page say some-
thing to him and sets aside his own judg-
ment until the author has been granted a
full hearing. He does not focus on de-
tails alone, nor is he content to identify
the main idea unless he understands and
sees details in relationship to the main
idea. The types of questions which are
asked by the teacher may determine
whether the child develops habits of in-
quiry as he reads. If questions are posed "
which require nothing more than a re-
turn-in-kind of the author’s statement,
only memory, and not thinking, is en-
couraged.

Using his past experiences as a touch-

‘stone, the efficient reader evaluates what

he reads. He responds "creatively to the
author; he has a choice of imitating what
the author has said or taking the ideas
and modifying, supplementing, or reject-
ing them on the %asis of his own past
experience and knowledge. Using his ex-
periences occasionally as a basis for a real
argument with the writer he assumes the
responsibility of setting up a conversa-
tion with the author. Sometimes the
inexperienced reader fails to grasp the
significance of what a writer has said
because he is not skilled in reading be-
tween the lines; he reads literally what
is clearly stated and fails to -ealize that
the author has implied id  that he
assumes the reader should L able to
grasp. Many of the materials which have
been developed to aid children in becom-
ing more evaluative fail miserably in
providing the proper stimulus. For the
sake of convenience, questions can be
answered with a2 word or two, or by a
selection of -alternatives. The child is not
faced with the problem of “digging out”
on his own the ideas expressed by the
author. In the final analysis, the child
should be able to answer such questions
as "What ideas does the author express
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that modify or support my thinking?"”

“What have I learned from this selection |

that gives me broader understanding of

the topic?” or ‘"What, precisely, does

reading this selection mean to me?"”

The effective reader is one who disci-

lines himself to read with the whole
intent of his mind. He realizes that true
reading is more than a cursory encounter
with ideas; he approaches each act of
reading with the full intention of gain-
§n§ something, whether it be pleasure or
info

rmation—two categories that need

not be mutually exclusive. In the average
home or school, the child must select
among many media for leaming; he must
learn to shut out the cacophony of the
television, the radio, conversations and
discussions of fellow students and family
members, and other extraneous noises in
his environment in order to give full
attention to a book. A critical factor in
good study skills is overcoming distrac-

© tors that pull one from the reading act;

the book offers one advantage that other
media of communication do not: one
may return again and again to the book,
in all tzges of situations, and find it
unchanged. Further, with the book the
reader may set his own pace; he may, in
the words of Browning, “plunge soul-
forward, headlong into the book's pro-
found.” The reader may establish a per-
sonal relationshi& and a conversation
with an author that may be maintained
throughout a lifetime.

The effective reader is one who be-
comes increasingly sensitive to the styles
of the writers he meets. He leams to
judge good writing and to reject writing
that does not meet the standards of his
own choice. He senses the. color, the
tempo, and the tone of good writing.
Through reading all types of literature—
the good and the bad, the mediocre and
the outstanding, the contemporary and
the classical—he may establish for- him-
self the standards by which he might

judge excellence. Our job as teachers is
to introduce the child to all types of
literature and to guide him in developing
judgment. Critical reading is frequently

an individual, not a group, process. How-
ever, the young reader should have count-
less opportunities to discuss his ideas
with others, under the careful guidance
of a teacher whose lessons are problem-
centered. The teacher sets the pace, pro-
vides the (;Pportunitics for problem solv-
ing, and frequently asks the questions.
But, if he is to become a critical thinker,
the student must ask his own questions

. and seek his own solutions. He must

leatn that there are no easy solutions to
reat problems; he must be led to exam-
e hidden assumptions, to evaluate the
logic of writers, and to suspend his judg-
ment until all of the facts have been

thered. Having arrived at this point,
e should learn that there are no. pre-
scribed  boundaries, no real terminal

. points for most learning. The solution of

a problem, offered by one writer, should
lead the young reader to a consideration
of alternatives that will require reading
the works of other authors and engaging
in more thoughtful research.

The effective reader is one who regards
speed of reading as a mere convenience
or doing more reading, rather than as an
end in itself. He has learned to adjust his
rate of reading to the purposes for which
he reads, to the familiarity of the content,
and to the: very nature of the writing
itself. He knows that there-is—no one
acceptable rate of reading that will sus-
tain him in all of his reading; he is
content to read some things with the
speed of the wind, while at other- times
he reads with deliberate attention to each
word, each phrase, each sentence, with
no regard for the time consumed in read-
ing the selection. He is much more con-
cemed with the number of ideas per page
than with the number of words per
minute.

The effective reader leams to read to
remember. He learns to file, to retrieve,
and to refile information with ease. He
becomes systematic in the search for
knowledge. He extends his reading skills
to gathering information, organizing in-
formation, and reporting information
accurately. Through skillful organization
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and assimilation of ideas, he develops
good leamning habits for remembering
what he has read and being able to asso-
ciate what he has learned with new ideas.

The effective reader reads widely and
frequently. He arplics his skills through-
out the day to all areas of the curriculum.
Through the years he will associate with
the greatest minds of all generations.
‘Through reading the works of men and
women, he associates with people who are
he. His

young mind stretches toward adulthood

and anticipates the role that he may
eventually play in his own adult life.

These, then, are some of the ideas
concemning the goals we are seeking in
improving our reading instruction for
developing more effective readers, How
cleatly the child sees these goals will
depend upon the skill of the teacher;
money, materials, equipment, and class-
room organization may be the means by
which the teacher and the child more
efficiently achieve these goals.
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Reading is Ti\inking

EMMETT A. BETTS*

¥ CHILD can’t read!” is a com-

mon complaint of parents.
When asked what they mean, par-
ents explain that Johnny doesn’t
have the necessary phonic skills to
learn words. It is true that word
(telling-the-child-the-word) method
of teaching beginning reading has
produced many nonreaders and
crippled readers. While phonic skills
are essential in learning to read,
reading needs are not met by massive
doses of isolated drill on phonics.

It is true that too many children
do not know phonic and other word-
learning skills and are, therefore,
handicapped in their reading. There
is also evidence that more of our
pupils need help on how to think in
a reading situation. But too often
parents believe their children can
read when they are merely pro-
nouncing words. :

Most parents can tell that a child
is reading poorly or not at all when
he cannot identify written words.
But it takes a competent teacher to
identify the six-year-old who repeats
the exact words of an author to
answer a question, the eight-year-old
who does not relate names (ante-
cedents) to pronouns, or the older
student who has not learned to tell
the difference between facts and
opinions. In short, professional com-

" petence is needed to assess the learn-
ing needs of pupils and to guide their
development into truly able readers.

Strategy

For developing thinking skills and
abilities, highly competent teachers
have in mind a well-conceived mas-
ter plan:

How to identify and provide for
individual differences in needs and
levels of achievement within the
classroom (1). Master teachers rec-
ognize the limitations of standard-
ized tests for estimating an individ-
ual’s (1) independent reading level,
(2) teaching or instructional level,
and (3) specific needs. For this
reason, they make maximum use of
systematic, informal observations of
pupil behavior in reading-situations.
They know that a pupil cannot be
taught how to think when the in-
structional material is so difficult he
finger points his way slowly under
each word or gives up in despair.
They also know that the best reader
in the class can realize his full poten-
tial only when he is dealing with
interesting materials that challenge
his thinking. Therefore, they plan in
advance to organize their classes in
different types of groups to provide
equal learning opportunities for all
pupils.

How to identify and classify com-
prehension needs, as a basis for when
and what to teach (3, 13, 14). Com-
petent teachers preplan—that is, map
their strategy—to teach children how
to think in different types of read-

®The Reading Teacher, 15, (December 1961) , 179-184.
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ing situations. They consider large
groups of pupil needs:

1. Does the group have the neces-
sary personal experiences for making
a concept? Hal, for exauple, cannot
tstimate the distance from New York
to San Francisco. During the discus-
sion, however, he tells about a 500-
mile trip to visit his grandmother,
which he had helped to plan on a
road map. His teacher helps him to
use his personal experience with 500
miles to estimate on a map of the
United States the 2600-mile airline
distance. From this point, Hal con-
tinues to develop his concepts of
space. Equally important, he takes
new interests to reading.

2. Does the group use language

" effectively to deal with ideas (2)?

Language serves at once to express
and to shape our thoughts. In other
words, we think with language. For
this reason relatively simple language
may be used to discuss everyday
ideas, but complex language is used
to discuss abstract ideas.

Penny, ball, dictionary, and rac-
coon are labels for things in the

_ physical world; that is, we can point '

to a ball or a dictionary. Roundness,
on the other hand, is a quality, or
an abstraction. Cottage, dwelling, or
structure can be used to represent
different levels of absiraction. In life
we can point to a cottage but not to
cottage, to a dwelling but not to
dwelling, to a structure but not to
structure. At their successive levels
of abstraction, cottage, dwelling, and
structure are shorthand representa-
tions of increasingly complex con-
cepts. It is with these nonverbal and

verbal abstractions that we do our
thinking. So, we teach pupils how
to abstract and generalize, and help
them develop an awareness of their
use of abstractions.
~ And, or, but, for, etc., are con-
necting words which get their mean-
ings from language. They connect
or show relationships between ideas.
The meanings of these words are
taught, therefore, in their language
settings.

Ten, minute, mile, and other defi-

nite terms can be interpreted when——

the pupil has certain concepts of
quantity, size, etc. However, he may
trip over almost, long, soon, and
other indefinite terms unless he has
been given cause to think about their
relative values.

To improve the interpretation of
what he reads, the child is made
aware of the important ways in
which the meanings of words shift.
For example, talent may mean “mu-
sical talent” or “the Biblical thirteen
talents”; that is, two different things.

Comprehension is improved by an
understanding of the structure or
organization of language. Often the
sentence gives a clue to the meaning
of words. An appositional explana-
tion (“Thor, the god of war,”) may
tip the scale of understanding. An
index type of clue may explain a
new term: “The thralls were the
carpenters, the fence builders, the
fagot carriers.” Then again, a classi-
fication type of clue gives needed
detail: “These people lived on the
valley’s neat farms and sowed barley,
wheat, and other grains.” These and
other types of context clues are con-

A ke e e -
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sidered in the teacher’s strategy to
improve thinking abilities.

Relationships between subject and
predicate, between modifying and
independent clauses, and - between
modifying phrases and other sen-
tence elements are hazards to com-
prehension until the child under-
stands them. Equally important are
the meanings of differert types of
linking, separating, and enclosing
punctuation, as, for example, when
the dash is used to “direct the read-
er’s attention backward” (15).

How an author develops a story
or presents information, as a basis
for preparing a teaching plan. Mas-
ter teachers have learned that the
best motivation for reading is the
.pupil's inner drive to learn— his
questions and other expressions of
purposes, Consequently, they plan to
know each selection used for inten-
sive directed reading activities with
a group. This knowledge —helps
them take the group smoothly and
promptly into the introduction of a

well-written story or informatiomal

selection.

The introduction is usually a brief,
stimulating setting for the story. For
example, the title of Lee Wyndham’s
“Grandma’s Ostrich” causes both
children -and adults to ask, “Why
did Grandma have an ostrich?”’ This
question-is-answered clearly and pro-
vocatively in the first few paragraphs.

When teachers know a selection,
they can skillfully guide the pupils’
reading from the introduction into
the main body of it. After the pupils
learn that Grandma “inherited” the
ostrich from a defunct —circus_of

which she was part owner, they
always ask, “What did Grandma
Jones do with the ostrich?”’ Reading
to answer this question takes them
through the muin part of the story.

When the pupils learn how Grand-
ma Jones taught the ostrich to be-
have, they usually ask, “But will she
be able to keep him?” As they read
the conclusion of the story, they learn
how a special event resolved the
conflict, leaving them with a sense
of satisfaction.

By planning their strategy before
using a selection to develop skills,
master teachers prepare themselves
to develop (1) interest, (2) phonic
and other word-learning skills, and
(3) thinking abilities in the field of
action — the guided reading of the
story. :

How a teaching plan is organized
as a basis for making the best use of
teaching opportunities. When com-
petent teachers guide individualized
reading they plan ahcad to make
accessible to their pupils (1) books
at their independent reading levels
and (2) books that can be used to
develop new interests and skills.
When, guiding a directed activity in
a basic reader, however, they group
the pupils so that the first reading is
done at the teaching or instructional
level, and the rereading can be done
independently (7).

These master teachers know that
a selection or a book challenges their
pupils when it presents new leam-
ings. They also know. that when a
child is frustrated by the difficulty
of the material, interest wanes sharp-
ly and comprehension is defaulted.
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When making systematic use of a
basic textbook teachers familiarize
themselves with the strategy of the
authors — the organization of the
teaching plans. First, they learn how
the pupils are prepared for reading
a selection, especially the attention
given to developing interests and
concepts to be taken to it.

Second, they note the kinds of
suggestions given for guiding the
first or silent reading of it. In this
part of the plan they give special
consideration to the ready availabil-
ity of specific help on both phonic
and thinking needs which may arise.

Third, they evaluate informal sug-
gestions, study-book use, and other
help given for rounding out leaming
experience so that growth is insured.

Tactics

One of the earmarks of a success-
ful teacher is the ability to plan
strategy for insuring the neccssary
conditions of learning. Skillful plan-
ning (1) places a premium on indi-
vidual differences, (2) permits a
sharp focus on the specific thinking
nees of the pupils, (3) makes the
most of the teaching opponunitics in
instructional m: ‘crial, and (4) nges
a set for the wise selection an
of tactics or teaching proc%um
Above all, the teacher is free to use
the author’s guide book with dis-
cretion.

Master teachers plan to help their
children find out “what the author
says”; that is, do literal reading. But
they do much more: they plan to
have the pupils learn how to “think
about what the author says,” to do
critical reading (4).

i In preparing the pupils for read-
ing a selection in a story book, for
a study-book activity, or for pursuing
a major interest in some curriculum
arca, master teachers guide them
into thinking about “what’we know”
and “what we want to know.” The
first step assesses their interests, atti-
tudes, and concepts which they take
to the activity. The second step
heightens interest and establishes
clear-cut purposes to guide their
thinking. In short, the teacher uses
sound tactics for starting the pupils
on the road to critical thinking, to
the considered evaluation of ideas
and concepts.

With a general purpose and spe-
cific questions in mind, the pupils are
ready to locate and evaluate sources
of relevant information. This activity
requires a consideration of the repu-
tation of authors, dates of publica-
tion, etc., even when using basic
readers and study books.

In surveying the materials the
pupils are made aware of the dif-
ference between facts and opinions.
They learn, for example, that the
following are statements of fact be-
cause they are verifiable:

“In August of 1620, two vessels
sailed from England, headed for the
new world.”

“The temperature in this room is
80 degrees Fahrenheit.”

They will learn that a great
many statements are opinions, or
expressions of attitudes, and are not
verifiable:

“You will have fun with it.”

“This room is hot.”

When pupils learn to discriminate
between facts and opinions they tend
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to do less arguing and more discuss-
ing. Equally important, they are
better prepared to select information
relevant to their {vi:-poses.

In testing the relevance of mate-
rial pupils leamn to answer these
questions: (1) What does the author
say? (2) Is the statement a fact or
an opinion? (3) Does the statement
answer my question? (4) How can
I use this statement? (5) What other
help did the author give on my
question?

Many kindergarten children learn
to judge between highly relevant and
totally irrelevant statements. As chil-
dren learn how to think at succeed-
ing school levels, they make closer
judgments of the relevance between
statements.

Judging the relevance of state-
ments to purposes plays a major role
in thinking. First, the pupil evaluates
relevance of sub-points to each other
and to the main points in an outline.
Furthermore, he consistently uses
questions or statements, sentences or
phrases to parallel language struc-
ture with his ideas. Second, he evalu-
ates relevance in visualizing both
stories and information: sequences
of important events in a story or
experiment, organization of material
on maps, charts, slides, etc. Third,
he uses relevant facts in solving a
mystery, in using the results of an
experiment, in making social judg-
ments, etc. That is, straight thinking
is required for drawing conclusions
from related facts or from cause-
effect relationships (5, 10, 11, 12).

In following through on their
strategy for teaching children how to
think, teachers are confronted with

a subtle, but potent, tactical situa-
tion: Attitudes. This situation can
be summarized as follows.

1. The child’s interpretation of a
selection depends upon the attitudes
he takes to it. Therefore, preparation
for reading includes the amessment
of attitudes toward the topic. Favor-
able attitudes increase comprehen-
sion, while unfavorable attitudes in-
terfere with comprehension.

2. The child’s attitudes influence
recall. Favorable attitudes promote
case and vividness of recall, and un-
favorable attitudes tend to produce
hazy, confused ideas.

3. Favorable attitudes increase
interest in a topic or a type of
selection.

4. Individual attitudes are modi-

fied by peer discussions.
In Summery
Contrary to popular opinion, chil- *

dren can be taught how to think.
Their ability to think i Suaited ri-
marily by their personal experiences
and the uses they make of them in
problem solving, in abstracting and
generalizing to make concepts, in
judging, and in drawing conclusions.
Under competent teacher guidance
children gradually leam to think,
within the limits of their rates of
maturation, or inner growth (6,8,9).

From available evidence it appears
that children who have not leamed
to think far outnumber those who
have not leamed necessary phonic
skills. (Both, of course, are crippled
readers or non-rcaders!) Consider
the number of children who can pro-
nounce fearless, for example, but
who think it means “afraid.” How
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many cliidren cannot divide 1/3 by
4 because they have merely memo-
rized a meaningless rule about *in-
verting and multiplying?” Or, how
many high school graduates cannot
subtract 2 minus 2 from a plus 10,
because they have never related the
mathematical process to the use of
a thermometer? How many children
can pronounce astronomical num-
bers and yet cannot estimate. the
coast-to-coast  distance acros the
United States? How many children
try to achicve variety of sentence
structure by the mechanical rear-
rangement of sentences rather than
by the careful consideration of the
ideas they wish to expres? The
answers to these and related ques-
tions offer undisputed evidence of
he need for teaching children how
to think.

The mere pronunciation of words,
the memorization of phonic or math-
ematic rules, and other emphases on
rote memory and mechanics lead to
the use of empty words. This false
security in words leads to the accept-
ance of a carload of words without
a single idea. The acceptance of

thinking about ideas is called verbal-
ism. And verbalism can become a
malignant disease in education,
dooming the would-be learner.

But there is hope, real evidence of

progress in understanding the strat- -~

egy and tactics of teaching children
how to think. In the last i'n years,
four outstanding books have been
published on the psychology of
thinking. Writers of pedagogical
textbooks in social studies, science,
arithmetic, and reading have begun

to apply the conclusions reached by
psychologists. Lastly, it i¢ highly
significant that this issue of Tue
Rraving Teacuer is dedicated to
the proposition that children can be
taught how to think.
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Concept Development and Reading

RusseLy, G. STAUFFER®

Tm: GOLDEN MEAN of concept de-

velopinent is not like the mathe-
maticai mean. It is not an exact
average of points, scattered along
calculable extremes. It fluctuates
with the collateral circumstances of
cach situation. It fluctuates with the
person, who brings with him his past
relations to his world, his emotional
dispositions, his capacity to think,
and his expectancies for the future.
It fluctuates with the naturc of the
concept to be achieved—its composi-
tion, structure, and operation. It fluc-
tuates with the pressures that exist in
the situation, and with the conse-
quences of the action to be taken. It
is discovered only in the mature and
flexible grasping of concepts formed
on an abstract level and applied to
new concrete situations.

Concepts arc in good part the gift

“of innocent intent; but in the mar.et-

place of the scholar they are the
achiecvement of experience, and
knowledge, and the higher intellect-
ual functions. Required is a tough,
not a tender, mind—a mind whose
main features are reflective aware-
ness and delibzrate control, tempered
by warm-blooded affective inference.
These features are being formed and
molded and used as the child passes
from the stage of undifferentiated
functions in infarcy to the differen-
tiation and dev:lopment of percep-
tion, intention, and memory of child-
hood. School-age children possess

®The Reading Teacher, 19, (November 1963) ,

these functions in some strength, and
during the carly school years they
grow steadily in awareness and mas-
tery, until they are capable of con-
scious and deliberate control and cre.
ative use. Concepts—scientific con-
cepts—form the bases of a “medi-
ated” attitude toward consciousness
and deliberate use which character-
izes that maturity of mind known
simply as the art and method of cor-
rect thinking. This is a maturity that,
cven though it exacts order, docs not
cxile that creative libarty which is
the soul of ari, .

Concepts have in one form or an-
other been of tremendous import in
both theory and practice from the
Greeks to the present day. The great
“cither-or” (4) contribution of the
Gzeeks provided the thread of scien-
tific developmiciit and helped them
carry on their experiments and ob-
scrvations in a more varied and de-
tailed manner. The direction for con-
cept attainment was clearly pointed
out when Aristotle- indicated that
meaning could be given to things
only by classifying and generalizing
them, and when Socrates went about
prying into things, uncovering as-
sumptions and Juestioning certain-
i, “Prudens quaestio dimidium
scientiac—to know what to ask =
already to know half” (2). Across
the centuries scholars have ridiculed
rote memory and its alleged role in
the learning-thinking process. Leo

100-105.
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Tolstoy is quoted as an apt illustra-
tion of this protest when he found
that children should not be taught by

artificial explanations, compulsive

memorizing and repetition. “. . . to
give the pupil new concepts deliber-
ately . .. i5, I-am convinced, as
impossible and futile as teaching a

child to walk by the laws of equili- .

brium” (7.).-Needed,. he said, is the
chance for -children to acquire new
concepts and ‘words from their gen-
eral linguistic context.

Concepts are the cognitive struc-
tures which each child must develop
in the course of intellectual function-
ing. It is only through functioning
that concepts get formed. This is as
true of the first simple habits estab-

lished by the infant through the most -

elementary of sensory-motor acquisi-

tions as it is of the mature adult for .

whom representational thought has
become hypothetico-deductive and is
oriented toward possibilities, the lat-
tice of all-possible-combinations. As
Piaget and others argue, we do not
inherit cognitive structures but we do
inherit a means for attaining such
structures as our biological heritage.
And most important of all; this mode
of functioning remains essentially
constant throughout life. It is always
and everywhere the same. It is be-
cause of this constanc; of function-
ing, despite the wide varieties of cog-
nitive structures which can be cre-

, ated, that concepts are referred to as

functional invariants (3) or as func-
tional constants. ’

Concepts are a unifying and an in-
tegrative force which, under the sway

of the child’s cognitive skills, provide .

the intellectual wherewithal for deal-
ing with a wide variety of overt and
covert experiences. Flavell (3) pro-
vides a most useful generic image in
this regard when he speaks-of the
child: - ) : :

» « . for whom the world is beginning to

stand still and stay put, a world which, like
the child himself, knows something of law

;and.order, and above all a world in which -

thought really counts for something, in
which thought can be a more trustworthy
guide to action than perception.

In addition, it seems that in certain
crucial respects a wide variety of
cognitive areas (number, quantity,
time) -are mastered according to a
common procedure, and this discov-

ery, Flavell says, was “an act of cre- -
ative inspiration” on the part of

Piaget.
Concept development merits a first

order rating in the teaching of read- -

ing as a thinking process. This is so
because concepts are cognitive struc-
tures acquired through a complex
and genuine act of thought, and they

cannot be absorbed ready-made

through memory or drill. A concept
is symbolically embodied in a sign,
usually a word, and, as such, a word
represents an act of generalization.
Printed words are the representation-

al symbols used in reading and writ-

ing and are the written counterparts
of speech. In mastering speech the
child starts with a word, and both
the vocal and semantic aspecis are
expressed dimly and amorphously in
a single word. Even so, at first the

word is a generalization, and da-da-

as applied to all men and not women
is gradually replaced by a generaliza-
tion of a higher order and leads in
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- the end to a truer concept of father.
When the child connects two or three
or more words he gradually advances
to simple sentences and then to com-
plex ones. When this occurs, the
structure of words no longer mirrors
the structure of thought. That is why
words in and of themselves cannot
simply be added ready-made to
thought. The rclationship between
thought and word is not a symbol-
expericnce “thing,” but a process—a

process that is undergoing- constant,

change. Syntactically the child may
start with one word, then two or
three, and then simple and complex
sentences. Semantically, however, he
starts from a 'whole—a meaningful
_ complex—and gradually learns to
divide and master the separate cog-
nitive structures. The structure of
. speech develops from the particular
to the whole, from word to sentence;
and the structure of meaning, from
the whole to the particular (7). If
children are to acquire concepts and
words to represent them, they must
make use in varying degrees of cffi-
ciency_of such intellectual functions
as deliberate attention, logical mem-
ory, abstraction, the ability to note
likenesses and differences, and so on.
To successfully instruct a school
child, methods must be employed
that will require pupils to be articu-
late .about and put to deliberate use
such intellectual functions.

Comprehension as a functional in-

variant of all reading instruction re-
quires that from the very beginning
of instruction the reading-to-learn
phase takes precedence over the
learning-to-read phase. The semantic

and syntactic aspects of the develop-
mental process. of learning-to-read
are essentially one, precisely because

~ of their similar directions; whereas in

speech this is so precisely because 1
their reverse direction. The child
learning to read brings with him the
rich supply -of concepts, meanings
and words, acquired in his world of
oral communication and needs only
to learn to recognize printed symbols
of speech. As learning progressts the
instructional emphasis should rapid-
ly shift from recognizing printed
words to concept detelopment, be-
cause reading in all phases of the
curriculum- and further school work
becomes a principal source of knowl-
cdge or of cognitive structures. The
everyday concepts and words the
-child brings with him 5 school and -
builds on in his early school-life are
roughed and hewed from experience
of the face-to-face concrete variety.
The acquisition of concepts of an
historical, geographical, sociological,
numerical, scientific (and so on) na-
ture evolves from a certain level of
maturation of everyday-concepts and
a “mediated” approach which gives
them body and vitality (7). :

What Is a Concept?

Definit'ons of a concept by differ-
ent authetities are to a good degree
in agreement about the specifics in-
volved: inferences, attributes, cate-
gories. Even so they are different as
they reflect an author’s point of view
and-attempt at clarity. As in so many
cases, understanding scems best fa-
cilitated by illustration, and an ac-

~count-of concept formation and at-
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tainment may prove more uscful than
_a definition. It is interesting in this
regard, and also illustrative, that
Bruner, Gocdnow, and Austin do not
" define a concept until page 244 of
their text on 4 Study of Thinking
(1), where it appears as a summa-
tion of an extensive account of the
process of concept attainment. Vy-
gotsky did likewise in his text on
_ Language and Thought (7).
Basically, concept formation con-
sists of the perception of relationships
—relationships among stimuli as one
author put it (6)—or relationships
between constituent part processes, as
others put it (/). Bruner et al. go on
to say, though, that “The working
definition of a concept is the network
of inferences that are or may be set
into play by an act of categorizing”
(1). They have found it more mean-
ingful, however, to regard a concept
as: :
. .. a network of sign-significate inferences
by which one goes beyond a set of observed
criterial properties exhibited by an object
or cvent to the class identity of the object
or event in question, and thence to addi-

tional inferences about other finobserved
properties of the object or event. -

To this definition they add clarity by
means of an “apple” illustration. An
object is seen. The object has criteria.
properties. A set of these criterial
propertics is observed as red (a shade
- of color), shiny (a degree of bright-
ness or dullness of appearance), and
roundisk  (shape). Undoubtedly
other properties or attributes are ob-
served even though they are unlisted
by Bruner, who assumes apparently

illustrative. Now the network of sign-

significate-leads the observer to con-
clude that the object observed is an
apple. As an apple, the object has

- class identity. To make this inference,

the observer, as pointed out, un-
doubtedly noted other criterial ‘prop-
erties of apple since any number of
other things also possess the proper-
ties 7ed, shiny, round | oall, nose, to-
mato, glass). Also observed must
have been fruit qualities, texture of
surface, shape, and so on. On the
basis of the inferences made thus far, -
particularly the class identity, other
assumptions may now be made. As-
sumptions or inferences may be de-
fined as a weighted average of previ-
ous experience and knowledge. The
inferences are based on unobserved
properties and result from extrapola-
tions—a going beyond the‘informa-
tion immediately given. It could be
assumed, for instance, that the apple
is delicious and possesses therefore a
certain relation of sugar to acid con-
tent, or that it is nonpoisonous and
is' uncontaminated by sprays. Or, it
might be assumed that, -if left unre-
frigerated, it will rot after a certain
period of time. It is apparent, then,
that when these complex concepts are
wisely made and appropriately used,
we can reach new generalizations or
concepts for which we have no direct
evidence at the moment.

It seems obvious, as Vygotsky says,
that when a concept is a part of a
system it can become subject to con-
scious and deliberate control. Con-
sciousness-he defines as “awareness

- of the activity of the mind,” and this
that the three listed are sufficiently -

self-reflective awareness of meaning
always implies a degree of generaliza-




x

242

SIGNIFICANT RELATED ARTICLES

tion. Generalization, he says, in turn
means the “formation of 4 superor-
dinate concept” that includes as a
particular~case the given concept
(7). Vygotsky says:
A superordinate concept _implies the exist-
ence of a series of subordinate concepts. and
it also presupposes a hierarchy of concepts
of different fcvels of genenality. Thus &c
iven concept is placed within a systen of
“relationships of generality. -
He illustrates this emergence of a
system by analyzing the circumstance
in which a child has learned the
word flower and later learns the word
rose. For a time, the child may now
use the two words rose and flower
interchangeably. When, however,
flower becomes generalized and more
widely applicable and includes and
subordinates rose, the relationship of
the two changes in the child’s mind.
Thus, he “says, a system is taking
shape, and the child’s knowledge of
flowers as a superordinate concept

and rose and other similar subordi-

nate concepts is becoming systema-
tized. . .

Klausmeicr quotes Bruner’s defini-
tion of a concept and indicates that
it serves well as an operational defini-
tion in experimentation with strate-
gies. Then he goes on immediately to

tell how a concept is attained, (3): ..~

.In general terms, an organism senses en-
vironmental phenomena, discriminates be-
tween and among them, perceives common
clements among some _of them, and cate-
gotizes or classifies various phenomena as
. belonging to the same class or kind. The
resulting abstraction or concept, often rep-
resented in-a word or other symbol, is com-
prised of the meanings —network of infer-

ences — associated with the abstraction,

Reference is made here to Klaus-

meier’s general account of concept

attainment because he has main-
tained the experimentation with

‘strategies focus, has described attain-

ment in terms of an immediate per- -
ceptual act (the experimental use of
cards - with discriminably different
information on each card), and has
indicated that the abstractions ob-
tained are usually represented by a
word or other symbol. This interpre-
tation is excellent for experimental
situations of the perceptual varicty
studied in both the Harvard and the
Wisconsin experiments. It is neces-
sary, though, for teachers of reading
as a thinking process to keep jn mind
the fine distinction Bruner makes be-
tween “perceptual” and “conceptu-
al”’ forms of -categorizing or concept
attainment. ‘
In perceptual categorizing, the
relevant attributes used are imme-
diately present and can be-examined
firsthand. The fitness of an object to
be judged a member of this or that .
categ. y is determined by the attrib-
utes immediately at hand. In con-
ceplual categorizing the relevant at-
tributes are not available to “sensory”
examination and are therefore nei-
ther as readily determined nor as
readily weighed as to their relevancy.
Two illustrations may help bring this
aspect of categorizing -into learer
focus. In the field of history, suppos-

ing one wished to show thatin 1840 _7
the Whigs had chosen William Hen-

ry Harrison as their candidate for the
presidency—not because he was a
well-educated gentleman-farmer and
public servant who was fond of quot-
ing the Latin classics, but because
they had stolen a page from the Jack-
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sonian Democrats and nominated a
popular military figure. The choice
led to a memorable slogan—"Tippe-
canoe and Tyler, too!” — which
helped to defeat the incumbent pres-
“ident, Jacksonian prince-consort,
Martin Van Buren. This would re-
quire a difficult and careful search

of attributes and, most likely, a vali- .

dation_by ‘concensus. Similarly, to
plan and prepare a Manned Orbital
Research Laboratory which can be
used to study man’s ability to live in

",.space as a necéssary step toward

achieving. interplanatary space travel
is requiring a most exacting defining
of attributes, as well as the creating
of new categories on logical grounds
until appropriate means are available
to prove that the conclusions reached
are test-worthy and sound.

Tt is readily apparent that to judge
an object as being an apple and test-
ing to’ prove it so is far more readily
accomplished than to judge a his-
torical means for electing a president
or scientifically putting into opera-
tion a Manned Orbital Research
Laboratory. Readily as apparent
should be the fact that operations of
the perceptual type are quite concrete
in nature as compared to the ab-
straciness of conceptual operations.
As-a-matter of fact, it might be less
confusing to refer to them as con-
crete and abstract because of the
likely confusion that may prevail if
“concept” and “conceptual” are not
carefully discriminated. Even though

perceptual situations lend themselves

to laboratory experimenting, and
-conceptual situations tend not to,
and even though ‘erceptual cases
deal with observable attributes, and
conceptual cases deal primarily with
cognitive attributes, the basic proc-
esses of categorization are the same.
In summary, a concept is a net-
work of inferences that are discrim-

inated and categorized as belonging -

to the same object or event (class or
kind), which provides the bases for
inferences about other categories, and
is usually represented_by word(s) or
other symbol. Concepts may be de-
fined on a subordinate and superor-
dinate basis and classified as a part of
a system. In addition, they may be

classified as perceptual (concrete) or |

conceptual (abstract) depending on
the source -of the attributes being
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Characteristics of the Culturally Disadvantaged Child

MirLAry H. Brack*

W’Ho 15 the cducationally or cul.

turally disadvantaged child?
What are his charatteristics? What
are some of the factors of his environ-
ment which affect his educational
achievement? These questions, to-
gether with a determination of pro-
cedures which will compensate for or
ameliorate his disadvantage, are areas
of great and grave concern, not only
in Chicago, Los Angeles, New York,
and other great cities, but in many
other areas which are in cconOmié
and social transition.

Who is the educationally or cul-
turally disadvantaged child? The an-
swer varies from state to state, from
city to city. He lives not only in the
central arca of our great cities. One
southern governor in January 1964

“declared that 20 per cent of the citi-

zens of his state can neither read nor
write, that 50 per cent of the state’s
young people fail to complete high

School. The disadvantaged child is of

no single race or color: poverty, de-
linquency, failure to achieve the goals
established by the main stream of
society are shared by peoples of all
colors and national orngins. :
The disadvantaged individual may
derive from a culture which is rich
in its own tradition, but which no
longer prepares its members for suc-
cessful participation in society. The
change in economic patterns appar-
ent over the past half-century was in-
tensified by World War II. People

from submarginal farms have been
forced into cities, while in the cities
jobs for the unskilled are decreasing.
Thousands have learned that their
older ways of life no longer are
effective.

What are the charactenmcs of the

" culturally disadvantaged child? He is
no stranger to failure and to the fear -

that continued failure engenders. He

“knows the fear of being overpowered

by teachers who are ignorant of the
culture and mores of his society, and

- who may not expect success of him.

He fears lack of recognition and un-
derstanding from teachers - whose
backgrounds ~ are ~totaly dissimilar
and who either misinterpret or fail to
recognizec many of his efforts to
achieve and to.accommodate himself
to demands which are basically alien.

Riessman (8) describes these char-
acteristics of the deprived individual:
(1) is relatively slow at cognitive
tasks, but not stupid; (2) appears to
learn most readily through a physical,
concrete approach (often is slow, but
may be persistent when the content
is meaningful and valued); (3) of-
ten uppears to be anti-intellectual,
pragmatic rather than theoretical;
(4) is traditional, superstitious, and
somewhat religious in a traditional
sense; (5) is from a male-centered
culture, except for 2 major section of
the Negro subculture; (6) is inflexi-
ble and not open to reason about
many of his beliefs (morality, diet,

*The Ifeading Teacher, 18, (March 1965} , 465-170.
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family polarity, and educational
practice .are examples of these be-
liefs); (7) feels alienated from the
larger social structure, with resultant
frustration; (8) holds others -to
blame for his misfortunes; (9) val-

ues masculinity and attendant action,

viewing intellectual activities as un-
masculine; (10) appreciates knowl-
edge for its practical, vocational ends,
but rarely values it for its own sake;
(11) desires a better standard of liv-
ing, with personal comforts for him-
self and his family, but does not wish
to adopt a middle-class way of life;
(12) is deficient in auditory atten-
tion and interpretation skills; (13)
reads ineffectively and is deficient in
the communication skills generally,

‘has wide areas of ignorance, "and

often is suggestible, although he may
be suspicious of innovations. Other
delimiting characteristics reported by
Riessman have been included among
the factors discussed in later para-
graphs. ,

In assessing some of the strengths
of this group-of children, Riessman

describes them as: (1) being rela-

tively free of the strains which ac-
company competitiveness and the
need to establish oneself as an indi-
vidual; (2) having the cooperative-

ness and mutual aid which marks an-

extended family; (3) being free of
self-blame; (4) enjoying other mem-
bers of the family and not competing
v.ith them; (5) having the security
deriving from an extended family
and a traditional outlook; (6) en-
joying games, music, sports, and cars.

The following factors, reflecting
the conclusions of many persons who

have studied the causes and results of
cultural disadvantage, are bclicved
by Dr. Newton S. Metfessel () to
be operative in the lives of children

from disadvantaged homes.* The

grouping of these factors and the re-
marks relative to them are the work
of this writer.

Language factors. One such group-
ing may be termed language factors:

1. Culturally disadvantaged chil-
dren understand more language than
they use. This comparison between
understanding and usage does not
imply a wide hearing or understand-
ing vocabulary. Figurel (9) reports
that at grade two the vocabulary of
such children is approximately one-
third that of normal children, while
at grade six it is about one-half.

2. Culturally disadvantaged chil-
dren frequently use a great many
words with fair precision, but not
those words representative of the

_school culture. Figurel states that -

“less than half of the words in the
vocabulary of pre-school children are
known by second-grade children in
slum areas.” He also states that
“common name words, such as sink,
chimney, honey, beef, and sandwich
are learned by culturally disadvan-

taged children one or two years later

than by other children.”

3. Culturally disadvantaged chil-
dren frequently are crippled in lan-
guage development because they do
not perceive the concept that objects
have names, and that the same ob-
m with the peﬁnission of Dr,
Metfessel, . Director -of the Center for thé
Study of the Education of Disadvantaged

Youth at the University of Southern
California.
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jects may have different names. The
impoverished economic conditions
under which these pupils are reared,

with a scarcity of objects of all types;-

and the absence of discussion which
characterizes communication in the

* substandard home prejudice against

the. development of labels and of the
concept of a specific name -(or
names) for everything. .

4. Culturally disadvantaged kin-
dergarten children use fewer words
with less variety to express themselves
than do kmdcrgartcn “children of
socio-economic classes. The use of
language by the child chiefly to ex-
press his concrete needs, and by par-

.ents and other adults to command

the child to perform some function,
may contribute to the severe limita-
tion of self-expression.

5. Culturally disadvantaged chil- -

dren use a significantly smaller pro-
portion of mature sentence structures,
such as compound, complex, and
more elaborate constructions. This is
not limited to the non-English speak-

‘ing child, but occurs among most

children who come from culturally
disadvantaged areas.

. 6. Culturally disadvantaged Chll-
dren learn less from what they hear

than do middle-class children. The.

importance of teaching all children
the skills of listening has often been
pointed out. This appears to be par-
ticularly true for disadvantaged chil-
dren, "who come from a milieu in
which the radio, television, and the
sounds made by many people living
in crowded quarters provide a back-
ground of noise from which the in-
dividual must retreat.

SIGNIFICANT RELATED ARTICLES

Leaming patterns. The next-
grouping of the factors assembled by
Metfessel have to do with learning
pattems :

1. Culturally disadvantaged chil--
dren tend to learn more readily by
inductive than by deductive ap-
proaches. It appears reasonable to
assume that low self-esteem, induced
by long economic deprivation, dis-
crimination, or both, may cause pu-
pils to’ distrust their own judgment
or conclusions; they need the support
of an authoritarian figure in the
‘classroom. The difficulties in using a
discovery technique in teaching dis-
advantaged pupils are obvious. :

2. Culturally ~"sadvantaged chil-

_dren generally are unaccustomed to

“insight building” by external use of
lectures and discussions at home. In’
homes where families ‘are preoccu-
pied with supplying the elemental
needs, there may be little opportunity
to help children learn the techniques
of discussion or to move from obser-
vation to conclusions. Deutsch (3)
reports that “the lower class home is
not verbally oriented,” and the result
is a diminution of the child’s general
level of responsiveness. - .

3. . Culturally disadvantaged chil-
dren are frequently symbolically de-
prived; for example, imaginary play-
mates are much less acceptable to
the parents of culturally disadvan-
taged children when compared to -
their middle-class counterparts. The
average middle-class’ parent appears
to accept the imaginations of his
children, whether or not he under-
stands their educational and psycho-
logical import. On the other hand,




parents from less .afiluent circum-
* stances tend to look upon such imag-
ining, even in very young children,

as “lying” and to-punish whcn it is
observcd :

4. Culturally disadvantaged chil-
dren need to see concrete application
of what is learned to immediate sen-
sory and topical satisfaction. This is
of particular importance in a school
culture in which primary emphasis
is placed on long-term goals, which
can be met only by foregoing imme-
diate -satisfactions. The importance
of a series of well defined instruc-
tional tasks and attendant goals, con-
tinued verbalization, and frequent
evaluation of progress is implied by
this factor. .

5. Culturally disadvantaged chil-
dren tend to have poor attention span
and consequently.experience difficul-
ty in following the orders of a teach-
er. Several authorities have reported

the great amount of time children.

spend listening in the classroom. Re-
search shows-that pupils “tune in and
out” on the teacher, supplying from
context and from their own experi-

ence much that they miss during

these brief periods of inattention. The
lack of connected discourse and gen-
erally inadequate communication
processes in the disadvantaged home
foster the inability of children to at-
tend. This environmental deficiency
is reinforced by differences in the
vocabulary and svntax uséd in the
classroom and in the home. The pu-
pil whose cultural background is the
saime as that of the teacher is in a
position to supply through context
much that he may have missed dur-

ing intermittent periods of inatten-
tion. The sparseness-of furnishings in
the homes of the very poor, the gen-
eral drab visual quality of the en-
vironment, tend to deny the pupil
needed exercise in organization, per-
ception, and reorganization of the
objects in the environment.

Readiness for instruction. Four
additional factors included by Met- -
fessel are related to this concept:

1. The culturally disadvantaged
child often is characterized by signifi-
cant gaps in knowledge and learning.

- Entering school from a background '

which has not adequately prepared
him for success in a traditional cur-
riculum, the pupil participates in
communication procedures and pat-
terns alien to him. These disadvan-
tages are multiplied by frequent
changes of residence and school, par-
ticularsy in the lower grades.

2. Culturally disadvantaged chil- -
dren generally have had little experi-
ence of receiving approval for suc-
cess in a task. Born into a community
in which relatively few adults have
been successful in school, the disad-
vantaged child hardly can be ex-
pected to be self-motivated in his
work in the classroom. The teacher’s
commonest motivation—“You read

_that well, John,” or “Mary, that was

a good report’—fails with this pupil
because he has rarely experienced
praise in his home. Lack of respon-
sibility in the home is not to be in-
ferred. Child care and housekeeping
tasks are assumed regularly and suc-
cessfully by many of these children
who are not yet in their teens.

3. -Culturally disadvantaged chil-
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dren are characterized by narrow ex-
perience outside the home. Children’s
participation in activities which are
assumed by almost every teacher may
be nonexistent among lowest-income
groups. Without background to pro-
mote understanding, how much will
the pupil gain from studying about
these activities?

4. Culturally deprived children
have very. little concept of relative
size. Limited in the communication
skills, deprived of many experiences
which help to build concepts of things
to which he must react in the class-
room, comprehension of much about
which he studies”will be scverely
limited. ]

School behavior. Three factors are
directly related to behavior in school:

1. Culturally dcprived children
generally are unaware of the “ground
rules” for success in school. The ig-
norance of kow to be successful does
not imply unawareness of the values
of education. Although their reasons
may differ from those given by per-
sons in other. social groups, many

. adults and adolescents among low-
income groups express their need for .

education,

2. Culturally disadvantaged chil-
dren frequently end he reading habit
before it is begun. Metfessel contin-
ues, saying that “the cycle, of skill
mastery ‘which demand! that success-
ful experiences generate more moti-
vation to read which in turn gener-
ates Jevels of skill sufficient to prevent
discouragement, and so on, may be
easily reversed in diréction and end
the reading habit prior to its begin-
ning.” Books, magazines, and news-

papers are more easily dispensable
than food and clothing; among very
low income groups they do not rep-
resent necessities

3. Culturally ¢ :adv-~ ,caged chil-
dren are placed at a marked disad-
vantage in timed test situations. Ef-
forts to apply objective measures to
almost every phase of school interest
and activity have doubtful value for
the children from a very low income
home. Accurate determination of his
potential and his achievement must
be obtained through some technique
which does not penalize him with
rigidly defined time limitations.

4. Culturally-disadvantaged chil-
dren need assistance in perceiving an
adult as a person of whom you ask
questions and receive answers. The
growing tendency of tcachers to act
as directors of classroom activity and
to perceive themselves as resource
persons implies an area in which cul-
turally disadvantaged children will
need specific help. They must be
helped to accommodate themselves
to an adult role which is unfamiliar
to them.

What are the characteristics of a
disadvantaged area? We can round
out the description of our culturally
disadvantaged children by citing
some characteristics of a large area
in Los Angeles County, which appear
to be similar to the characteristics of
other very low income areas. Agen-
cies which are seeking to ameliorate
cultural disadvantage state that in
this area: (1) the percentage of bro-
ken homes is almost three times that
of the total county; (2) family in-
come is 25 per cent below the county




ERIC

Aruitoxt provided by Eic: -

Rt e A e e o e wee o

Brack

median; (3) population density is
approximately double that of the en-
tire county; (4) housing is substan-
dard, and continues to decline in
quality; (5) the school dropout rate
is 2.2 times as large as the average
‘of the city; and (6) youth delinquen-

"~ ¢y rates are higher in almost all
offense categories than for the county
generally.
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What Linguistics Says to this Teacher of Reading and

Spelling

Perhaps the most important theory we have learned from the linguistic
scientist is that the meaning of language is to be found in its interrelated
structures. For example, meaning is conveyed through language by the
interlocking systems of intonation, sentence pattern, and spelling pattern.
The new responsibility for the teacher of reading is, then, to relate the
children’s knowledge of the first two systems to their mastery of the
printed word and to give them a sensible awareness of the inadequacy
of the writing system as a record of the oral language.

MortOoN BOTEL®

HUMAN BEINGS communicate their
ideas and their feelings through
an claborate system of interrelated
language structures. Each structure
has its own intricate design, and each
interacts with the others to convey
meaning. James .Squire, Executive
Secretary of NCTE, has emphasized
that these structures which are the
conveyors ' of meaning have been
largely ignored in our consideration
of reading methodology. He puts it
this way: “We have spent so much
time on the what in communications

- that =:¢ have sometimes overlooked

the how. To the extent that we have
done this we have failed to see that
form and content are esientially one,
and that in overstressing thc mean-
ing of ideas we have shamefully neg-
lected the structure of the ideas,
which in themselves define and illu-
minate the message that is being
communicated.”

In this article I should like to dis-
cuss some of the implications of the
structure or how of language by ex-

*The Reading Teacher, 18, (December 1964)

-

{

ploring three topics which linguists
believe have important applications
for the teaching of reading and spell-
ing. These are: intonation, sentence
patterns, and spelling pattemns.
Linguists say that normal children
by ages four to six arc practically

adults, linguistically speaking. By this

they mean that children have basic
control over the sounds, vocabulary,
and syntax of the spoken language.
It is with a high degree of adeptness
with language, then, that children
come to their first reading and spell-
ing. Our cfforts must be directed
initially to helping pupils see that

writing is a record of the oral lan-

guage. One sct of speech patterns—
intonation—is incompletely repre-
sented by writing. Since intonation
is one of the structural systems of
language, we must bring to each
child’s ronsciousness the incomplete-
ness with which it is signaled by the
writing system, so that he may expect
and know how to supply or recon-
struct the unrecorded melody for.

188-193.
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himsclf. Right from the beginning,
then, and in all reading activity, ma-
jor cmphasis should be placed on
reading aloud the whole sentence.
Some isolated word study is neces-
sary, in fact, probably indispensable,
to word attack competence, but the
danger of such isolated study is that
it may lead pupils to believe that such
work has little to do with the “real”
language used in speech or books.
Any word used in isolation has full
stress when spcken. Lack of aware-
ness of intonations produces word-by-
word reading, that is, reading in
which each word is given full stress.
We are well aware of the incongru-
ous sound of such reading and have
always been distressed about it. Pu-
pils will not lose sight of the fact that
writing is-but a record of the oral
language if you use practices such as
the following:

1. Provide a good speech environ-

-ment which pupils can emulate so
that .their written-down speech be-
comes increasingly a record of clear,
complete sentences.

2. Record pupil speech. Teachers
who make use of experience charts
and the like arc helping pupils see
that writing is speech recorded. Such
sentences shovld be “read” aloud im-
mediately by the pupil who spoke the
sentence and by his classmates in the
normal way in which the sentence
was spoken in the first place.

3. Provide frequent choral speak-
ing and clioral reading opportunities.

4. Encourage dramatizations. In
these experiences, pupils are helped

to breathe life into characters through

all of the dimensions of language as

well as through tone of voice and
gesture, :

5. Make certain that pupils are
fluent in oral reading and that silent
reading precedes oral reading. The
pupil who reads in frustrating mate-
rials, that is, materials in which he
misses words and hesitates over
words, is prevented from relating
normal intonation to the act of read-
ing. Silent reading first makes it pos-
sible for the pupil to devote himsclf
to the exploration of the ideas and
their structural vehicles. Thus, when
he reads aloud he is able to project
himself and these ideas so that they
do sound like the spoken “real”
language. '

6. Provide practice in the oral
manipulation of sentences, in which
pupils test the changing meaning that
comes from shifting «tress to differant
parts of the sentence. The following
practices are examples of such manip-
ulation or transformation:

The teacher reads the sentences
with varying patterns of intonation
and the pupils simply imitate these
patterns. This has much in common
with the way in which pupils learned
their specch patterns in carly years.

Pupils read sentences like the fol-
lowing in different ways: “Stop
everything.” “He won't play ball.”
“Can’t you understand?” “What a
friend he is.” “Good morning, Miss
Harvey.”

Pupils are asked how a particular
sentence might be spoken in a certain
situatjon, then in ‘another situation.

7. Teach pupils to write composi-

“tions ‘as part of beginnin g reading

instruction.
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In the child’s earliest language ex-
perience he hears sentences which he
imitates. Amazingly soon he begins
making sentences of his own cither
by imitation or analogy.

A common sentence a child would
“make” on his own might be, “I
want a drink.” Soon he begins sub-
stituting other things he wants, and
comes up with “I vzant a ball,” “I
want a dolly.” In makiug such sen-
tences he uses the same grammatical
pattern but achieves different lexical
meanings by substituting different
lexical items. He continues to grow
in his ability to make new sentences,
both by this process of lexical substi-
tutions and also by varying the sen-
tence in grammatical ways. For ex-
ample, consider the grammatical
transformation which results from
combining “Mary has a dolly” and
“I want the dolly” and “I want
Mary's dolly.” Linguistic versatility
and competence continue to develop
in this fashion in a remarkable way
so that the average four-to-six-year-
oid has 2 mastery on the behavioral
level of basic intonation and syntax
patterns. Morcover, he knows how
to manipulate sentences by substitu-
tion and transformation in his speech.
It is very likely that we can build on
what we know about a child’s mas-
tery of sentences in speech to teach
him {0 read and write sentences.

A rather small number of basic
sentence patterns make up the large
bulk of speech and writing. Four of
the most common sentence patteris
which, along with their variations by
substitution or transformation, ac-
count for most sentences we use to

SIGNIFICANT RELATEL ARTICLES

communicate are represented by the
following examples:

Pattern 1. noun verb The guest arrived.
Pattern 2. yioun verb noun The boy threw

the ball.
Pattern 3 noun linking verb adjective The

Pattern 4 noun linking verb noun The
boy is my neighbor.

Before pursuing this discussion fur-
ther, I should like to istue a note of
wamning. There is danger, having
identified the formal structure of
these and other common sentence
patterns, that learning the names of
these patterns—including.formal at-
tempts to generalize and come up
with rules—will bzcome the preoc-
cupation of teaching. In my opinion,
nothing could be more unfortunate.
We should do, in reading and writ-
ing, that which was so effective in the
child's speech maturation. We should -
plan creative experiences in manipu-
lating sentences, using the light
touch. A heavy hand will prevent the
casy, intuitive flow of activity that
children are capable of. The main
goal is not learning the rule, especial-
ly the ability to repeat a formal state-
ment of it. Children skould be given
the opportunity v observe similari-
ties and differences, to manipulate
various clements, to classify them,
and when they are ready to reach the

-goa) of gencralizing in their own

words the recurring patterns they sec.
In short, we are mainly interested in
culuvatmg a “feel” for sentences, not

in teaching grammatical rules merely

to be memorized.

Some examples of the kinds of
practices which we can incorporate
into our program are:
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1. Collect simple examples of the
four basic sentence patterns and pre-
sent them in scrambled order, asking
pupils to write the sentence or sen-
tences suggested by the- groups of
words. Then the sentences should be
read aloud as we normally say them.

2. Present basic sentence patterns
and read them aloud. Ask pupils to
write and read aloud the entire sen-
tence, substituting another word for
a given word. For example, “The
boy throws the ball” The pupil
writes "and reads, “The boy throws
the hat,” “The boy throws the stone,”
etc. Pupils may then manipulaté the
same sentence substituting meaning-
ful words for throws. They come up
with such sentences as, “The boy

takes the ball,”” “The boy wants the _

ball.”

3. Present two or more examples
of a particular basic pattern and ask
pupils to find others that have the
same pattern. You present, “The boy
throws the ball,” “The girl wants a
doll.” Pupils think of others like,
“The man drives his car.”

4. Present ‘‘structure sentences”’
which include only structure words
and endings, using a blank to suggest
the position of the main parts of
speech. The example in (2) above
would be presented in this form:
“The s the 2
Pupils think of sentences suggested by
the structure sentences such as: “The
cat chases the mouse,” “The mechan-
ic fixes the car.”

5. The most important thing
about working with basic sentence
patterns as suggested -above is the
guidance you give pupils to help them

vary the semences by claborating on
them. For example, let’s expand a
sentence in response to the questions
why, where, when, what, and how.
The sentexce, “The boy threw the
ball,” might become:.

.‘The boy threw the ball in anger. (why)

The boy threw the ball to the first base-
man. (where)

The boy threw the ball in time for the
put-out. (when)

The boy threw a curve ball. (what)

With vigor the boy threw the ball. (how)

An example of a quite elaborate var-
iation of this sentence might be:

The pitcher, my best buddy, threw a siz-
zling curve ball right ucross the- plate.

We are not interested in long sen-
tences, as such. We want sentences

which are interesting and which say -

what we want to say. In the process
of such experimentation children can
develop a real sentence sense.’

One of the major ideas which chil- -

dren must come to understand (prob-
ably at the outset of reading instruc-

‘tion) is the fact that the consonant

and vowel sounds in their speech are
represented by our alphabetic system.
Some linguists have claimed that this
basic idea is obscured by a sight-word
method which mdxscmnatdy uses
written words in which a sound—
especially-a vowel sound—is repre-
sented by many different letter com-

binations. They complain that the .

presentation in preprimers of such
words as stop, come, to, and go sug-
gests to children that there are no
patterns in English spellings, because
in these words the letter o represents
four different sounds.

. As pupils look at words they must
first go through the process of trans-
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lating the printed form into sound,
which they then recognize as some-
thing they know. Adults go through
- this whole procedure rather automat-
ically because of their experience, but
a child needs to be aware that print
represents sound and sound repre-
sents meaning.

A word is said to be spelled reg-
ularly if its printed form is composed
of letters which commonly signal the
sound of the word in its spoken form.
At the same time, that they are ex-
ploring the mtonatxonal and sentence
patterns of our language, pupils can

- and should explore spelling patterns,
that is, the correspondences of letters

- to sounds. Both the frequent corre-

spondences (the “regular” spellings)
an the less frequent correspondences

of. common words should be subjects
for study. (Examples of the latter
are: the eo in people and the ie in
friend.)

Some practices whxch will foster
.the understanding that letters repre-
sent sounds are: © e

. 1. Present an orderly develop-
ment of regularly spelled words from
the beginning. Th> words should
show minimal differences in pattern-
éd sets. Examples of such patterns
are:

cat cat cat

hat cag cot

fat ca cut

‘can at bit hop
cane ate bite hope

tack back " rack
take bake rake

2. Read words without exaggera-
tion and in a normal tone. The sep-

. arate sounds in the words should not

'be pronounced in isolation since these

isolated sounds are not typically in
-the pupil’s normal speech. Pupils
come to sense that letters stand for
sounds by the contrast in spelling and
pronunciation patterns.

3. After the first two words in
cach pattern have been pronounced
" for the pupils and attempts have been
made to teach them as sight words,
pupils should have the opportunity to
talk about what they see and hear in
the pattern, and to find additional
words which belong to the pattern
by subsntutxon of individual vowels
and consonants. In this way they
realize from the beginning that all
words are not completely diffexunt
from each other, but rather that their
common features suggest there is or- -
der and system to English spelling.
As we go along, we will gradually
introduce the complexities of Eng-
lish spelling, but there is time enough
for that. * zain, we are not concerned
with teaching rules, but rather with
manipulating patterns, encouraging
more accurate observations, and ex-
tending collections of words that be-
long together for some analogical
reason.

Good teachers take special pride in
the fact that they “teach reading for
meaning.”, The transmission of mean-
ing is the corc of, or purpose of, com-
munication. But, if we do not under-
stand more about the nature and
significance of the structures that
carry meaning, we will, in fact, not
fully understand the meaning itself.

One of the most significant facts
for the teacher of reading to recog-
nize is that the interconnected sys-
tems which carry meaning are only

x
1S3
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one-to-one correspondence betwéen

are incompletely represented in writ-
ing. Certain lexical and grammatical
components of sentence patterns, on
the other hand, are represented pre-
cisely in written sentences. Two other
systems of communication, paralan-
guage (tone of voice) and -kinesics
(gestured bodily movements) inter-
act with language to communicate
meaning. Writing does not convey
these structures except by such feeble

o
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:f; partially rcpr&ented by our system of devices as underlined words or ex-
b writing. Our phonology (that is, the clamation points, or by creative writ-
e consonant and vowel phenomena of ing which represents tone and move-
g English) is represented only partially ment by words. In short, the systems
%; . by our alphabetic system. Thercisno of communication which convey

meaning in the spoken language are

] cach -phoneme and its graphic repre- imperfectly rcprtscnted in the writ-
;‘ sentation or grapheme. The intona- ten language.

ok tional patterns, or melodies of specch The significance of what we have
1

been saying is this: the reader must
understand that writing is an imper-
fect, incomplete representation of the
oral language. Thus, the reader must
learn (1) to supply consciously the °
missing dimensions of those structures
not represented ard (2) to become
more aware of the idea that writing
is rather a dialect of language, hav-
ing some of its own signals and spe-

_cial devices to convey ideas.
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Word Groups in Speech and Reading

Giroria CAMMAROTA*

G_ROUPS OF WORDS are spoken to-

gether and should be read to-
gether. Go back and say that first
sentence aloud somewhat slowly. You
probably grouped your words in this
way: Groups of words / are spoken
together / and should be read togeth-
er. Say the sentence again even more
slowly. Your groups are probably
these: Groups / of words / are spo-
ken / together / and should be read

_ / together. : :

Now say that last sentence again
and note what you did within each
group. Were the words_equally

_ stressed? Did you say of words or of

words?* You will find that within
cach group, you stressed one word.

 If you had stressed two, you would

have had two groups.
_ Say the sentence again as you did
the first time. Groups of words / are

-spoken together / and should be read

together. Familiarity with your own
language patterns may make it diffi-
cult for you to determine which
words you are stressing. Probably you
stressed groups, spokenm, read: three
stresses, three groups. If you speak
rapidly, perhaps you divided the sen-
tence into only two groups. Then
your stresses were on spoken and
read.

Linguistic science tells us that
these elements of stress and of word
*In the interests of simplicity and clarity,
only two types of stress markings are used

in this paper: to show strong stress and to
show little stress.

grouping are extremely important in
reading instruction. It encourages us
to help children read better by teach-
ing them to read by secing words in
groups just as they speak saying
words in groups. Lloyd writes, for
example, “Word groups that are
said together and heard together
must be read together” (3).

In this article certain words which
serve as signals for word groups are
discussed; the relationship of these
words to- the teaching of reading is
considered; and several specific class-
room procedures which may merit
experimentation are proposed. -

Words As Markers
In order to help children sec

_ speech groups as groups, ve must be-
“gin to think in a new way about the

words which make up our language.
Traditionally as in a dictionary, we
think of words as individual units,
one equivalent in importance to an-
other. Actually, there are two very
different kinds of words in our lan-
guage. One kind numbers in the hun-
dreds of thousands and includes
words we usually call nouns, verbs,
adjectives, and adverbs. The other
kind totals not more than two or
three hundred. It includes a variety
of classes of words, among them
those we usually call prepositions and
conjunctions and words used with
nouns, verbs, adjectives, and adverbs.
Words of this second kind are called

*The Reading Teacher, 18, (November 1961) , 91-97.
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structure words because they play an
important part in giving structure to
our language. Some of these struc-
ture words serve a special function in
that they mark other words. When
we speak of them, we call them word
markers.

When we see word markers in our
reading, they. are signals that certain
kinds of words or groups of words
are to come. Word markers mark the
speech groups of which we have been

‘speaking. When we see a word mark-
er, we know a speech group is begin-.

ning. The four major types of word
markers and important examples
(2) of cach are: -

Noun markers (for example: these

boys, your house).

the my several
a/an his both
this her one
these _ its two
that our three
those your

their

Verb markers (for example: is

coming, will go).
am, is, are, was, were ~  may, might
have, has, had shall, should
do, does, did will, would
can, could must

Phrase markers (for example:
down the street, around the block).

after it except
at about unti

by across against
down along opposite
for around

from between

Clause markers (for example:
after he came, what I know).

after in order that who  that
although since whose when
as....__.as unless whom where
because  whether which

before while what

except why

These words are of major impor-
tance in reading. Children beginning
to read should learn to handle them
as casily in reading as they do in
speech. Lloyd and Warfel (4) wite:
“The expert reader using these mark-
ers builds speech-patterns into the
line of print’and reads what he sees
in his own dialect as he normally
speaks and hears it. His reading is
simpler, easier, and more meaning-
ful than the reading of a person who
reads by letters or by scparate-
words”” Let us consider how word
markers are used in speech and how
they might be used in reading.

There is a very limited number of
word markers. Because of their im-
portance they are included early in
every list of commonly used words.
How should they be included and
how should they be introduced to
children learning to read? :

When children say a phrase like

" the man, they pass quickly over the

and put_their stress on man. The
phrase the man is not made up of !
two words each equal in importance

to-the other. One is more important;

the other leads to it. The words are
spoken that way. They must be read *

in- that way if reading is to have
meaning. Since this is true, are we

not making reading unnecessarily '
difficult for children when we intro-

duce words like the and his as indi-
vidual entities? These words do not

stand alone. They are used with other
words. When a word is said alone, it

is automatically stressed. (Say the.

Now say man. You undoubtedly gave

equal stress to each.) If we are to
attempt to “relate the melody of
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speech to the printed page,” (3) it
would seem in order to introduce to
children from the beginning word
groups like the desk and his father
so that they would learn to group
their words in reading as they do in
speech.

Has is sometimes used as a verb
(for example, Mary has ten cents),
and sometimes it is used to mark a
verb (for example, Mary has gone).
We can point out to children that in
our speech we stress Aas in the first
sentence much more than we do in
the second. And we can ¢ncourage
them to read the second sentence as
they would say it: Mury has gone,
or even Mary’s gone.
 The intonation of a prepositional
phrase is always the same.- Why not
teach young children prepositions
along with nouns as phrase groups
rather than individually? Thus, when
with is introduced as a new word,
they would learn to see and to read:
witk that desk, with her father.

The same line of reasoning is in
order for clauses. We can’t tell first
grade children who are just learning
to read that words like that and
which are clause markers and that
they tell us that a group of words
which should be read together is
coming. We can present short
clauses to them, like whichk we did
and that we saw, and help them
learn to read in clause groups rather
than by individual words.

The Importance of Oral Reading

We have been discussing ways to
teach reading by taking advantage
of oral speech patterns children al-

ready know and use. We can be
helped in this by making oral read-
ing an integral part of the reading
program.. In so doing, we must put
emphasis on conveying meaning by
using natural patterns of stress and
word grouping.

Children mimic easily and hap-
pily. We can ask them to repeat word

groups after us and then to read the

groups all together in sehtences wing
the melody of speech. Choral read-
ing as well as reading aloud by indi-
viduals would be helpful. Given this
type of experience from the begin-
ning of their work in reading, chil-
dren would learn intuitively to read
using the groupings natural to speech.

Fiu.diag the Structure

Children who learn first intuitively
to see words in groups can soon learn
consciously to identify and use word
groups. In Directed Reading Activi-
ties in the past_we have spent much
time building background with chil-
dren about the content of a passage
so that they would be able to read
with understanding. If we-are to
work along lines suggested here, we
should also work with them on the
structure of a written passage; for
examplz, on sentences as units and
on word groups within the sentences.
We should work with them on identi-
fying word markers and the word

groups they introduce and then prac-

tice reading the groups. Consider, for
example, this passage (7):

I had always wanted to go « 2 big 200,
but I had never been to one. ne day Dad
asked me to go to the citv “sith him. He
said he had some thiu,. to do, but we
would go to the zoo before we came home.

»
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These are some questions about
the paragraph we might discuss with

children: ~

1. We use certain marks when

_ we write to tell us which words go

together. Are there any marks in this
paragraph that tell us that certain
words go together? (commas, peri-
ods)

2. How many periods are there?

(3) How many sentences arc there?.

(3) ‘ :

. 3. How many commas are there?
(2) All the words before the first
comma make up a big word group.
They all go together. What is the first

" word of that big word group? What

is the last?
4. Sometimes word groups begin

“with the word to. Can you find any

before the first comma? (Let’s all
read the group as we would say it:
to_go; now the other group, fo a big
z00.) ’

5. Sometimes we can find small
word groups that are part of big
word groups. There is one in the sec-
ond sentence that begins with one.
Who can find it? Let’s all say it.
(One day)-

If work of this type were done with
childrén as soon in their reading ex-
perience as they were able to handle

it, would it not help them read more
easily and more effectively? -

The suggestions in this paper stem
from information about intonation
patterns which linguists are making
available to us. As we continue to
learn more about these patterns, we
must consider the implications of
what we are learning for the teaching
of reading. In this'article the impor-
tance of reading by word groups has
been stressed and some - classroom
techniques have been suggested. It is
as many of us experiment in_ our
classrooms with activities like these
that we will develop efficient ways to
work with our students. -
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(Editor’s Note: The original man-
uscript used more conventional stress
markings, which we were not able
to reproduce here.)
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Concluding Statement

This reprint includes materials from several major types of IRA publi-
cations—The Reading Teacher, Journal of Reading, Proceedings of the An-
nual Conventions, and Invitational Addresses, 1965. All relate to compre-
hension, with particular emphasis on its critical reading aspects. As with
any reprint, coverage can be only as complete as the sources allow; and a
smooth, developmental flow of ideas can be only partially attained.

_Through organizing articles around the topics to which they relate and put-

ting the topics in a somewhat logical or

er, some degree of continuity is
achieved. -

Section 1 defines the general nature of comprehension and shows it to be

a thinking process that involves a critical analysis of ideas whenever truly
close reading takes place. Each of the five articles in the section represents a
viewpoint different in some respect to that in the others, but all are schol-
arly and pertinent. - T . )

In Section 2, sequences and levels in comprehensive reading are pre-
sented. Increasing maturity and experience on the part of the reader pre-
sumably enable him to read with greater depth so that he moves through
these stages: literal comprehension, interpretation, and critical reading, in-
cluding interpretive consideration. Also any one reader on any particular
day can read at corresponding levels according to purpose so that he may
read some things to gain literal understanding and read other materials ap-
praisingly. ‘ : . )

The linguistic authorities in the third section show the influence of lan-
guage on the reader’s task of gleaning ideas from the printed page. How
thought “flows through the sentence,” how syntax affects comprehension are

. the considerations of the writers here; but the points of view vary and in so

doing enable us to understand more fully the impact of language structure
on a reader as he attempts to glean writers’ ideas.

Section 4 includes three articles on how context can and should enhance

understanding of passages in reading materials. Here is an important phase
of comprehension that needs more consideration in IRA journals and con-
ventions. ’ :

Four excellent articles in the fifth section treat the barriers-in the way

" of full comprehension of ideas. Among the barriers discussed by the authors

are divergent dialects, the range of sounds among phonemes, inconsistency
among the inflectional endings of words, the patterns and rules of language
sequence, difficulties growing out of differences in intonational patterns of

speech, localisms in vocabulary, unfamiliarity of concepts due to partial ex-

perience, and such characteristics of the reader as intellectual laziness and
bias. : .
Section 6 presents instructional procedures from several standpoints.
Such aspects as the following are presented: The posing of - questions that
will bring out main ideas, their organization, and significance; teaching the
use of paragraph clues; developing an understanding of various rhetorical
guides; building meaning vocabulary; adding to ability to find and under-
stand varying types of thought relationships; developing the ability to set
specific purposes for reading and adjusting the manner of reading to each

purpose; and teaching the reader to make full use of his previous learnings.
Section 7 deals with the ultimate in comprehension—critical reading.
The authors define and describe critical reading in such terms as determin-
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ing the quality of authqrshis), as well as the adequacy and accuracy of con-

tent—its validity and reliability—and considering the nature of any related
objective evidence. :

In the last section is a diveristy of topics more or less directly related to
comprehension. One article describes in considerable detail two types of
evaluation instruments for determining the feasibility of teaching critical
reading in the elementary school. Two deal with critical thinking as the
basis for reading- critically. Two. others treat the linguistics of spelling and
speech as well as the effects of linguistics on reading skills. One shows com-
prehension to be an important component of effective reading in general.
Still another shows how cultural deprivation develops characteristics that
affect the quality of reading.

Wahile the very nature of a reprint necessitates more or less spotty cover-
age, it is believed that the articles in Developing Comprehension do give a
rather full -treatment of the subject. Teachers, supervisory personnel, and
administrators interested in improving the effectiveness of pupils’ readin

will find many helpful suggestions for so doing.
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